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ABSTRACT

FOCUSING ON STRENGTH: BUILDING HOME-CLASSROOM CONNECTIONS
WITH LATINO FAMILIES IN URBAN SCHOOLS
SEPTEMBER 2008
NELIDA MATOS, B.A., UNIVERSITY OF PUERTO RICO, RIO PIEDRAS
M.A., UNIVERSITY OF MASSACHUSETTS AMHERST
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Jerri Willett

Despite current research evidence connecting family involvement to students'
academic learning, non-mainstream families’ funds of knowledge are insufficiently
valued as relevant to public schools’ curricula and academic genres, a practice that limits
diverse families’ inclusion as equal partners in their children’s education. This two-year¬
long ethnography (2005-2007), grounded in sociocultural and sociohistorical theories,
investigated the struggles and possibilities that two elementary teachers and their
students’ non-mainstream families faced while trying to reach common understandings
about working collaboratively to develop home-classroom partnerships at a time of a
national educational reform under the politics of high stakes accountability of the NCLB
Law of 2001 and a state local policy of English-only education in Western
Massachusetts.
Focusing on a third grade teacher and her English Language Learners (ELL)
Latino students and on a regular kindergarten teacher with half of the students of Latino
origin, the study explored the evolution of participants’ assumptions about non¬
mainstream students and their families, the participants’ co-construction of social and
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literacy practices, and the dialogical practices conducive to partnerships for fostering
home-school partnerships and improving diverse students' literacy development.
Findings suggest that: 1) some specific social and literacy practices co¬
constructed through dialogical interactions between urban school teachers and Latino
families positively influenced home-classroom partnerships that worked for non¬
mainstream families; and 2) the participant teachers’critical reflections on their own
assumptions and ideologies brought them new understandings about Latino families’
funds of knowledge and child socialization practices, helping them to know the whole
child and to better provide academic support for ELL students.
Implications for practitioners point at the importance of gaining an in-depth
understanding of building relationships with non-mainstream families in urban schools to
implement home-school partnerships that work for all families. Implications for state
agencies, stakeholders, and administrators are: 1) a need to redefine the field of family
involvement for a comprehensive action plan for involving non-mainstream families as
equal partners in their children’s education; and 2) the need for serious commitment
towards supporting urban teachers by allocating time and funds for professional
development.
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CHAPTER 1
INTRODUCTION
Growing up in Puerto Rico, I lived on top of a hill from which I could see a vast
green valley divided by the river. Taking over the background lies a long, one-lane,
narrow bridge, which sparked my sister’s vivid imagination to invent one of our favorite
childhood games, ‘crossing-the-bridge.’ To play, first we had to choose East or West,
then we counted all of the cars going in our chosen direction and the one who got more
cars was the winner. As simple as it sounds, sometimes we had to stop playing our game
while two obstinate drivers argued in the middle of the bridge, both of them asking the
other to back up. Those badly timed incidents that took away our fun made my child’s
mind think there was something wrong with our bridge.
When I asked my mother what was wrong with our bridge she said that as long as
it could take us to the other side of the river it was fine, but that probably some people did
not know how to talk to one another or how to have a dialogue. Needless to say, I had to
ask her to explain to me what the word “dialogue” meant. My mother’s ideas about the
importance of dialogue have been with me all my life.
Working on dialogical practices with two teachers who are trying to reach out to
diverse families in urban schools, sometimes I find myself trying to negotiate an
appropriate stance to find common ground in our dialogue about the research project they
have agreed to do with me. Also, while patiently and respectfully working on the process
of dialogue, I have made a commitment to broaden ‘my own bridges’ of communication
for the participant teachers so we can have enough space for thinking, reflecting, and
sharing our thoughts, without “stepping on one another’s ideas”(Gebhard, Austin, Nieto,
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and Willett, 2002). My dissertation documents this process, as a necessary piece for
learning about partnerships that bridge different communities.
This study focused on the development of ‘authentic dialogue,’ that is, dialogue
that is based on active, empathetic listening; dialogue that is built upon mutual trust and
respect for ‘the other.’ As an ACCELA researcher, an elementary bilingual teacher of
English learners in Springfield for 15 years, and a member of the Latino, non-mainstream
group, I initiated this study with the belief that urban school teachers and researchers can
work collaboratively to broaden existing narrow bridges, to make them two-way avenues,
in which diverse families and school personnel can walk both ways and reach out to one
another in order to open spaces for joint negotiations to solve conflicts generated by
diverging opinions.
My research examines teachers’ and researcher’s collaboration for reaching out to
diverse families, especially those from Latino origins and backgrounds; searching for
possibilities that would allow them to become ‘equal partners’ in their children’s
education in two local public schools in an urban district in Western Massachusetts. This
study is about focusing on strengths and high expectations, but also about addressing the
struggles, challenges, and issues of resistance that go hand in hand with two local
teachers’ efforts to construct social and literacy practices that include diverse students’
and their families’ background experiences, knowledge, aspirations, desires, and cultures
in the classroom.
This research is about looking at one’s own assumptions about those people
whom we have learned to see as ‘the other,’ while trying to look at the strengths of those
who are different from us, or, figuratively, at the other side of the bridge. The
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participants’ multiple social worlds were examined as they were evolving in the process
of dialogue, which helped us co-construct this qualitative research.
My Role as the Researcher
I am the researcher, Nelida Matos, a woman born and raised in Puerto Rico. I
came to the United States in 1990 with my husband and three children: two boys and one
girl. I identify myself as a working class, retired elementary teacher, grandmother,
researcher, and good friend.
My interest in critical literacy and pedagogy brought me to study at the university
level in order to develop a voice and gain agency in my own life and in helping other
teachers and students in Springfield, my school district. This research process has made
me aware and reflective of my own biases and assumptions about myself and other
people and about my own situation as a member of a non-mainstream group (defined as a
minority) in the United States. I understand that as a Puerto Rican woman I brought my
own cultural baggage and world views to this research process, which inevitably was
filtered through my own biases and assumptions; but, at the same time, I am cognizant of
the importance of reflexivity in qualitative research. This is why I have tried to turn the
lens of research upon myself, in an effort to remind myself that research is not a neutral
process, especially when the critical discourse analysis of language use and literacy
events in classrooms is at the center of its methodology, as it was in the present study.
1 reminded myself as well that the research findings are co-constructed through
the interactions of the participants, that the researcher is one of the participants, and that
it was through our interactions and through what we were doing to and with each other
that the research process came to be. Therefore the knowledge and understandings that
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we co-constructed were mediated by the participants’ interactions through the dialogical
research process that we engaged in, as the reader will see throughout the following
chapters.
Overview of the Chapters
I organized this dissertation into nine chapters. Chapter 2: Purpose and Contexts
of the Research Study, presents the research questions and discusses the political,
educational, and national contexts in which this ethnographic research study evolved,
providing a brief description of each one of the contexts and explaining why each is
relevant to the study.
Chapter 3: Review of the Literature, presents the research literature strands that
ground the current research project. Chapter 3 begins with the area of home-school
partnerships and parental involvement in the U.S. and the definitions of both terms under
the No Child Left Behind law of 2001. It describes the interconnections between the
research areas of parental involvement, multicultural education, critical pedagogy, and
the analysis of language based on the critical literacy theory, which are relevant to this
research. A discussion of the funds of knowledge approach is included as one of the
relevant constructs used in this study.
Chapters 4 and 5 describe the methodology, the process of data collection, and the
research site and participants in this qualitative study, which explored the processes of
building home-classroom relationships and connections with Latino families in an urban
school district in Western Massachusetts. The ACCELA Alliance, a federally-funded
initiative for Teacher Quality, is discussed as part of the study background, since it was
within this University-Schools Alliance that the research study was established.
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Chapters 6 and 7 present the organization and the analysis of the data collected
during a period of two years in two urban classrooms regarding the establishment of
home-classroom connections with diverse, Latino families in a third grade ELL class and
a kindergarten, mainstream class with more than half of the students from the Latino
community. The analysis of data identified the following main topics investigated in the
study: 1) participants’ understandings and assumptions about teacher-families
connections and 2) home-school partnerships with diverse families in two urban
elementary classrooms. The analysis of these topics in this study generated six main
categories: a) interactions, b) tensions, c) struggles, d) literacy practices, e) possibilities,
and f) changes. Chapter 6: Examining New Understandings and Uncovering
Assumptions, discusses data analysis relevant to answering my first two questions about
the participants’ understandings, assumptions, tensions, and struggles, and some of the
possibilities they developed in the process of building home-school partnerships. Chapter
7: Building Connections with Latino Families, presents an analysis of the data related to
the study’s second pair of questions.
Chapter 8: Amanda’s Literacy Development: A Focal ELL Student in a Regular
Kindergarten Class, presents the analysis of some of Amanda’s writing pieces, including
a narrative and a recount. The purpose of this chapter is to present some important
aspects of the literacy development of the research’s focal ELL student in order to show
the home-classroom connections and relationships established through a constant motherteacher dialogue, a home-visit, and the parent’s constant involvement in their daughter’s
education at home and at school.
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Chapter 9: Findings, Implications, and Recommendations, as the title suggests,
includes the study’s general and specific questions and the findings generated by the data
analysis regarding those questions. It includes some implications and recommendations
for practitioners, stakeholders, and for future research. The chapter ends with concluding
comments that focus on the importance of perseverance in dialogical research and with a
final reflection about my own learning in this research project, which I think are
important to share with my audience.
Definition of the Terms Used in the Study
Making meaning is very important especially in a document like this, which has
so many pages. That is why in this section I present the definitions of some of the terms
used in this research for the readers’ benefit. Most of the definitions are taken from
literary sources investigated for the research (as indicated) and others are my own
construction based on my own understandings of currently used terms in the literature I
read.
Assumptions - Assumptions are common ground understandings, taken for
granted, implicit meanings in texts, which are shared through interactions by the
members of a group, or a discourse community. Communication and interactions could
not be conceivable without those common ground understandings (Fairclough, 2001). (A
more detailed definition of this term appears in Chapter 3.)
Critical pedagogy - According to Freire (1970), critical pedagogy challenges
hegemonic discourse and ideology and connects knowledge to society’s political and
institutional structures of power. Critical pedagogy invites us to “read the world as we
read the word” (Freire and Macedo, 1987), to gain our critical consciousness, and to work
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for social justice, envisioning a new world with more democratic social practices.
Grounding my research in critical pedagogy enables me, as a researcher, to critically
examine issues of power that permeate the ideology and discourses present in school
communities of practice.
Culture - Culture is used in this dissertation in the sense of the context that
surrounds the whole research project, including the social, political, educational,
institutional, community, and the local home practices. Even the way of doing research in
schools is part of the culture of this research. In other words, this research took place
within the cultural surrounding of a specific group of human beings, at a specific time
and place, and under certain specific circumstances and characteristics particular to the
whole situation. So, this means that thinking of culture as static group norms and fixed
ways of viewing the world, or acting in life, does not make sense in qualitative research
grounded on multicultural education, critical pedagogy, and critical literacy, such as the
present study. Culture does not exist in a vacuum, but, rather, is situated in particular
historical, social, political, and economic conditions. It is always heterogeneous and
complex. Assimilation and cultural preservation are not the only alternatives. Cultures
influence one another, and even those with less status have an impact on mainstream
cultures, sometimes in dramatic ways.
Dialogue - In this study I am using Paulo Freire’s (1970) definition of dialogue.
Freire looks at dialogue as "an encounter” between people to “name the world”... and by
naming the world “people transform it; humanize it” (pp. 68-71). Freire adds that,
“founding itself in love, humility, and faith, dialogue becomes a horizontal relationship in
which mutual trust between dialoguers is a logical consequence” (p. 72). According to
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Freire, dialogue cannot exist without love for the world and for the people, and for this
reason it cannot exist in a relation of domination.
Dialogical practices are based on mutual respect and trust and on having faith in
humankind, not a naive faith, but faith that human beings are capable of transforming the
world. Also humility on the part of the dialoguers is needed because, at the point of
encounter, Freire says, “there are neither utter ignoramuses nor perfect sages; there are
only people who are attempting, together, to learn more than they now know’' (p. 71).
This definition of dialogue was relevant to this study because in order for teachers and
Latino families to arrive at common ground for building partnerships they needed to find
the ways into dialogue.
Ethnographic focus - According to Spradley (1980), an ethnographic focus “refers
to a single cultural domain or a few related domains and the relationship of such domains
to the rest of the cultural scene” (p. 101).
Funds of knowledge - Greenberg, (1989) and Moll & Gonzalez, (1994) in their
work with Latino families, gave the name of cultural funds of knowledge to those
historically accumulated bodies of knowledge and skills, strategies of survival, and
strengths that those families possessed, which were particular to their social practices.
The concept of funds of knowledge builds on the idea that “every household is in a very
real sense an educational setting in which the major function is to transmit knowledge
that enhances the survival of its dependents” (Moll, 1990). The use of this approach in
the classroom consists of using students’ knowledge and prior experiences as a scaffold
for new learning.
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Genre - The definition of genre is based on the text general purpose, and its
structural elements. When texts share the same purposes in a culture and follow some
specific guidelines relevant to text structure, they belong to the same genre. Therefore
we can talk about the genres of recounts, narratives, procedures, reports, expositions, etc.
According to Fairclough (2003) “genres are realized in actional meanings and forms of a
text, discourses in representational meanings and forms, and styles in identificational
meanings and forms” (p. 67). He distinguishes between pre-genres, disembedded genres,
and situated genres. Definitions and examples of each are as follows: pre-genres are the
most abstract categories, like narrative; disembedded genres are somewhat less abstract
categories, such as interviews; and situated genre are genres which are specific to
particular networks of practices, such as ethnographic interviews (p. 69).
Ideology - Ideology is embedded in the social discourses and implicit in language
use. Ideologies are “representations of aspects of the world which contribute to
establishing and maintaining relations of power, domination, and exploitation” and they
may be “enacted in ways of interacting (and therefore in genres) and inculcated in ways
of being or identities and therefore in styles” (Eagleton 1991, Larrain 1979, Thompson
1984, as cited in Fairclough 2003, p. 218). In this research, the analysis of the
participants’ own assumptions through their spoken or written texts is an important aspect
of the analysis of ideology because the analysis is framed within the classroom events
and social practices.
Metaphors - For the purpose of the present study metaphors are defined as the use
of language images to construct reality. In Fairclough’s own words, “metaphors are
pervasive in all sorts of language and all sorts of discourse” and they “structure the way
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we think and the way we act, and our systems of knowledge and belief, in a pervasive
and fundamental way” (Fairclough, 1992: p. 194). The analysis of metaphors in this
research focused on how participants used them to convey their own views on the world
to interpret the social practices and the interactions that were occurring in the research
site. Fairclough (1992) defines ‘interaction’ as “action which affects the relations of self
and others” (p. 21).
Learning - The definition of learning in this study is based on the sociocultural
theory. Drawing from Vygotsky (1978), Nieto (2000) explains that learning emerges
from the social, political, and cultural contexts where it takes place and through
interactions and relationships that occur between learners, teachers, and other caregivers
and adults. In other words, human thinking develops through the mediation of others.
Teaching and learning are not neutral processes; teaching and learning are affected by the
context in which they happen. Language and literacy viewed through the sociocultural
theory (Vygotsky, 1978) are placed within the social and cultural contexts of the
students’ family and community. The individual students are situated within the socially,
politically, and culturally shared spaces where their lives constantly evolve.
Literacy practices - Barton and Hamilton (1998) define literacy practices as “the
general cultural ways of utilizing written language which people draw upon in their lives”
(p. 6). Looking at literacy as a “practice” comes from the social theory of literacy.
Literacy as a social practice is located in the interaction between people. Literacy
practices are mediated through social relations between human beings belonging to
particular communities. These practices are inferred from the patterns developed by
human beings for using reading and writing over time. Literacy practices are integrated
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into wider practices that involve talk, interaction, values, and beliefs. Thinking of
literacy as a social practice establishes connections between the acts of reading and
writing, and the social structures in which reading and writing are embedded, which they,
at the same time, help to shape (Barton and Hamilton, 1998).
Orders of discourse - According to Fairclough (2003), “an order of discourse is a
network of social practices in its language aspect and the elements of orders of discourse
are not things like nouns and sentences (elements of linguistic structures), but discourses,
genres, and styles” (p. 24).
Partnerships - One of the definitions the American Heritage Dictionary of the
English Language (1992) provides for the term partnership is the following: a partnership
is a relationship between individuals or groups that is characterized by mutual
cooperation and responsibility, as for the achievement of a specified goal: (e.g.,
Neighborhood groups formed a partnership to fight crime, p. 1321).

The term home-

school partnership is a widely used concept, with a variety of interpretations, depending
on who uses the term and for what reason (e.g., some teachers use it to imply practices
such as one parent-teacher conference per year, or inviting parents to school activities,
such as bake sales, open house night, and book fairs), which in some cases narrows the
term to one specific activity. In this study the interpretation of the concept home-school
partnership draws from the research of nationally known scholars (Epstein, 1994, 1995,
1996; Delgado Gaitan, 2004; Wilson-Keenan, Willett, and Solsken, 1993; Zentella, 2005)
who define this concept as a trustful, dialogical, reciprocal relationship with families and
community members, which is based on mutual respect and ongoing communication and
constant evaluation of the processes and procedures.
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In this study I use the concepts ‘home-school partnership' and ‘home-classroom
partnership' interchangeably to identify the process of developing home-school
connections, because, in the case of the two participant teachers work with families,
there was not a school-wide plan in place for inviting families into the classrooms as
presenters of their talents and cultures, leaving the teachers and their students (with my
help) as the only participants in the process, with the principal’s approval. It was in this
way that the invitation to families happened, becoming a partnership between the
classroom site and the families’ homes and communities. In no way did the term homeclassroom partnership intend to limit the concept, or to exclude significant components of
the schools and the university-school partnership involved in this research. The term was
used as an adequate representation of what was happening in the research site, to imply
the value of a process that took place as participant teachers in the ACCELA Alliance,
and with their principals’ support, engaged in this practice that later served as a model
practice for other teachers in their schools. The use of this term was also intended to
convey the message that, in the absence of a district-wide plan for inviting families into
the classroom, teachers can make it happen under adequate circumstances (e.g., getting
informed through excellent literature, connecting to families and communities in
respectful ways, asking for their principals’ approval, etc.) and manage to involve
families as curriculum partners, using their funds of knowledge as a means for the
students’ literacy development in the classroom as well as in the students’ homes like the
participant teachers did in this research.
Reflection - Reflection is a process that entails thinking about the consequences of
one’s ways of taking decisions and doing things, of acting in this world. Reflection
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involves thinking and thinking again about our previous thoughts for asking why and
how we take our actions in a specific way. It is also a process to be taken seriously, as a
habit, as a state of mind.
Social practice Social practices can be seen as articulations of different types of social
element which are associated with particular areas of social life - the
social practices of classroom teaching in contemporary British education,
for example” Any social practice may be seen as “an articulation of the
following elements: action and interaction, social relations, persons (with
beliefs, attitudes, histories, etc.), the material world, discourse.
(Fairclough, 2003, p. 25).
Social Site - The concept of social site refers to the research geographical and
temporal location which, according to Carspecken (1996), includes “regions within
society in which routine activities, usually including interactions, take place.” Social
sites exist within specific areas, and people interact within them at determined times.
When people coordinate their activities with each other in a specific place and a specific
time, we have a “social site” (Carspecken, 1996, p. 34). In this research, the classrooms
are considered the principal social site since it was in the classrooms where most of the
data collection procedure took place and where the teachers and the students welcomed
the parents who came to give their presentations to the class at a specified time and place.
The site of this study included the classrooms, but was not limited to them; it included
other places, such as the students’ homes, the school cafeteria, the library, and so forth.
When a home visit took place, the home became the research site for the data collection
process. When an interview with a parent occurred in the school cafeteria (e.g., Sukel’s
last interview), the school cafeteria in North Community School became the site.
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CHAPTER 2
PURPOSE AND CONTEXTS OF THE RESEARCH STUDY
What happens when urban teachers of culturally diverse, poor, working class,
minority students try to incorporate their students’ families’ funds of knowledge in the
classroom? How do urban teachers and diverse families work in collaboration on familycentered projects in the classrooms in times of educational reform accountability
systems? What happens when teachers invite parents from marginalized social groups to
do a presentation or to share their background experiences, expectations, and desires, in
an American classroom where the teacher may not understand their native language?
What are the assumptions that teachers and families have about one another? What are
the tensions, challenges, and possibilities that the teachers, families, and students find in
this process? How are the participants’ perceptions of ‘the other' changing through this
process? This study investigated these issues over a period of two years in one urban
school district in Western Massachusetts.
Misunderstandings about Parental Involvement
According to Epstein (1995), “just about all teachers and administrators would
like to involve families, but many do not know how to go about building positive and
productive programs and are consequently fearful about trying” (p. 703). Although this
quote is from more than ten years ago it still rings true today in the participant teachers’
schools that were the site of this research study. Based on my analyses of teachers’
journals, field notes, and interviews, the definition of the term parental involvement was
not the same for a group of 18 teachers who took the course Critical Multicultural
Children’s Literature and the Puerto Rican Community (Education 784, the course in
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which this research began) in the fall of 2005 with me. For some of those teachers,
parental involvement meant parents coming to school to solve discipline issues, or
showing up in school activities like the Parent Teacher Association (PTA) meetings,
and/or attending parent-teacher conferences. Other teachers’ definitions included
parents’ help with homework and school projects at home, attending a school math night,
joining a literacy meeting, and/or attending a school drama or holiday presentation (field
notes, Fall 2005). All of these activities fostered family involvement in school; however,
there was a lack of understanding of what it really means to make the home-school
partnership happen as a year-long, ongoing relationship based on constant dialogue,
reciprocal communication, and mutual trust. This lack of understanding was a very
crucial issue that this research investigated, particularly at a time when the NCLB Law of
2001 expected all teachers in all schools to develop home-school partnerships and build
ties between parents and schools for the benefit of all students.
Building Partnerships with Families and the NCLB Law
Under the No Child Left Behind (NCLB) law of 2001, in section 1118, titled
Parental Involvement, which concerns parent involvement requirements for districts and
schools, it is specified that the schools and the parents shall share responsibilities for high
student academic achievement (“each school shall jointly develop with parents for all
children... a school-parent compact that outlines how parents, the entire school staff, and
students will share the responsibility for improved student academic achievement and the
means by which the school and parents will build and develop a partnership to help
children achieve the Sates high standards” in Section d: Shared Responsibilities for High
Student Academic Achievement).
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Section 1111 of the same law stated that such practices (for implementing
parental involvement) shall:
(1) be based on the most current research that meets the highest
professional and technical standards, on effective parental involvement
that fosters achievement to high standards for all children; and (2) be
geared toward lowering barriers to greater participation by parents in
school planning, review, and improvement experienced. (Section 1111,
subparts 1-2)
The same Law’s section 1118 sub-part (e) titled “Building Capacity for
Involvement,” presents 14 specific guidelines for building parental involvement, naming
what the schools and the parents shall do, according to the law. In the first place the
document urges schools to assist all parents to help their children improve their
achievement in local and state’s academic content standards. In the second place follows
the expectation of “providing materials and training to parents to work with their children
to improve their children’s achievement.” In the third place follows the mandate to
educate teachers, principals, and other school staff with the assistance of parents in
the value and utiliiy of contributions of parents, and in how to reach out to,
communicate with, and work with parents as equal partners (emphasis
added), implement and coordinate parent programs, and build ties between
parents and school. (NCLB, Law 2001)
As evidenced in the prior paragraph, the NCLB Law expects schools to build
home-school partnerships with all families and, even more so, to use families to assist in
the teaching of principals, other school staff, and teachers about ways of valuing parents’
contributions and building ties between parents and school. Based on this sub-part of this
section in the law, this research tried to examine how the teachers were working as equal
partners with and learning from their students’ families in two classrooms in two of the
local schools where the study took place.
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The Purpose of the Study
The purpose of this qualitative study was to explore the process of developing
home-school partnerships through teacher-family connections focused on the students’
literacy development in two urban classrooms with diverse families (especially Latinos)
from poor, non-mainstream, working class, in two schools: North Community and
Daniels Elementary (pseudonyms). I also documented and analyzed one kindergarten
focal student’s writing pieces through one school year (2005-2006) in order to look
closely at her literacy development. In particular, this study analyzed the tensions,
struggles, resistance, and possibilities that the participant teachers and the families faced
while doing collaborative projects in a third grade English Language Learners (ELL)
classroom of Latino students and in a regular kindergarten classroom with half of the
students from Latino origin.
The study started in the 2005 fall semester, when I was teaching a group of 18 inservice teachers who were taking the course Critical Multicultural Children’s Literature
and the Puerto Rican Experience with me as one of the teacher’s assistants. This course
was offered within the context of the Access to Critical Content through English
Language Acquisition (ACCELA) University-Schools partnership program. At the end
of the course, I focused on two of those 18 teachers, Meg O’Hare and Yazmin Rolon
(pseudonyms). Yazmin and Meg both wanted to implement their action plans on parental
involvement and I wanted to study the process of building home-classroom partnerships
in classrooms with Latino students; therefore we made a commitment to work together.
I wanted to examine the development of family-school connections in classes
with Latino students, who were the majority of the school population, and particularly
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how the home-school connections were affecting the focal student’s literacy
development. I also wanted to look closely at the home-school partnership building
process from the perspectives of both Latino and European American teachers.
Yazmin Rolon was a first-generation, Puerto Rican woman, born, raised, and
educated in Massachusetts, who was teaching in the same school district in which she
was educated. I focused on her as a research participant because she was teaching an
ELL third grade class with 100% Latino students during the two years of the study.
Yazmin was a new teacher, in her second year in the system, and was eager to learn new
ways to involve her students’ families. As a researcher and as a Latina, I developed a
particular interest in Yazmin because, even though she considers herself as a member of
the Latino community, some of her negative comments about her students’ Latino
families revealed discourses of deficit, portraying Latino families as not caring about
their children’s education (field notes, Fall 2005). She represented a challenge for me
because, as a Latino teacher in the same school district, and as graduate student, I had
learned to trust the Latino families as curriculum partners in my classroom of ELL first
graders through my action research projects. I was interested in examining how
Yazmin’s discourses about Latino students and families and her practices towards
involving them in the curriculum as partners would evolve through our collaborative
research project within the ACCELA program.
I also wanted to examine the practices of building home-classroom partnerships
from the perspective of a European-American, white, middle class teacher, with a regular
class with 75% of the students from the Latino population during the first year and with
50% during the second year of the study. Meg O’Hare, a Kindergarten teacher,
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represented a good case regarding this description, and was willing to participate in the
study. Both teachers knew about the study’s purpose and were interested in
implementing non-traditional family involvement practices with their diverse students’
families in the classroom curriculum and also in examining their own assumptions about
diverse families throughout the study I was conducting. I examined the process of
building home-school connections with Latino families and the evolution of the teachers’
assumptions and understandings about the process; also how the teachers were
incorporating the families’ contributions in their classrooms for the benefit of their
students’ literacy development. I focused on Amanda’s literacy development, Meg
O’Hare’s focal ELL student in her regular kindergarten class, to document the influence
of a family-teacher collaboration project on an ELL student’s literacy development.
During the 2005 fall semester, the process of building home-school connections in
these two teachers’ classrooms was based on a home-classroom collaborative project
assigned to the teachers by the professor in charge of the off-campus course “Critical
Multicultural Children’s Literature and the Puerto Rican Community,” in which I was
one of the two teacher’s assistants assigned to the professor. Both teachers, Yazmin and
Meg, were enrolled in this course together under the ACCELA Alliance Research Project
of which they were members. It was in this course that the teachers made their action
plans for working collaboratively with families during the rest of the research study,
which lasted until the spring of 2007.
This study examined the process of collaboration among the participants through
the analysis of the social and literacy practices co-constructed by the teachers, families.
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and students, with my assistance, while they were developing the collaborative projects
and implementing the teachers’ action plans for family involvement in their classroom.
In this research, I challenged some taken-for-granted assumptions about Latino
and minority families in local schools, drawing from existing research about Latino
households in the United States (Delgado Gaitan, 2004; Frau Ramos and Nieto, 1993;
Moll et al., 1989, 1992; Mercado, 1998, 2004; Nieto and Rivera, 1993; Zentella, 2005),
and, as well, from my own teacher-research with Latino families in the Springfield Public
Schools district for many years. As a result of my graduate studies and of my own
research, I initiated this study with the following assumptions: 1) that Latino families,
like any other family, are their children’s first teachers at home and they have funds of
knowledge that teachers can use in the classrooms to make connections between the
curriculum and their students’ learning experiences and literacy development; 2) that
poor, Latino families among other groups of people who have been classified as
‘minorities' in the U. S. have been constructed under deficit assumptions, as not caring
about their children’s education, with poor socialization patterns and lack of knowledge;
3) that because they are perceived under deficit assumptions, these Latino families are not
perceived as equal partners for their children’s education in local schools; 4) that Latinos,
as well as other groups of parents from the non-mainstream culture, need to become
partners in local district schools; and 5) that these families need welcoming school staff,
who are able to make schools a non-intimidating place for them, especially for new¬
comers from Puerto Rico or from the Caribbean or South America who do not speak
English.
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This study examines the power relations among the participants through their
social identities and relationships that they are constantly re-shaping and constructing
through their interactions and practices, by analyzing language as a social practice, at the
clause level with the tools of Critical Discourse Analysis (CDA), Systemic Functional
Linguistics (SFL), and microethnographic perspectives.
Critical discourse Analysis (CDA) can be seen both as a theory and as a tool
(Fairclough, 1992, 2003). Fairclough (1992) explains that people make choices about the
design and structure of their clauses which amount to choices about how to signify (and
construct) social identities, social relationships, and knowledge and belief. I used CDA
with SFL as combined tools for most of the data analysis of the present study because
they helped me to examine written language as well as orally produced (and later
transcribed) texts at the three metafunctions of language: the experiential, the
interpersonal, and the textual (Halliday, 1994, in Butt et al, 2003, p. 5). The detailed and
in-depth analysis of written and oral (transcribed) texts allowed me to examine what was
happening at the level of the context of situation, which could be happening either in a
home-visit, or in a family-presentation event in the classroom. The analysis of texts
allowed for a close look at ways the research participants were constructing their social
world through language in use mediated by social and literacy practices.
In addition to CDA and SFL, I used microethnographic analysis (Bloome et al.,
2005) for one crucial event (the complete transcription of one family visit to Meg’s
kindergarten classroom) because it helped Meg and me to examine the participants’ self
identities as well as their ways of constructing other participants’ identities at the
message unit level. (The complete analysis appears in Appendix C.)
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The significance of using the tools already mentioned for the analysis was that
they allowed the researcher (and at times the focal teachers) to look at texts, and to see
what the texts were doing at the clause level, at how the texts were helping participants to
bring out their inner worlds, or how they were co-constructing realities and identities
together within the research context of culture. I felt that, in this way, as the researcher, I
was not judging people’s ways of being in the world, but examining what the texts were
revealing about the participants’ ways of constructing their identities and representations
of their social worlds. Participants’ social worlds, multiple and context-related, were
examined as they were evolving in a process of dialogue (composed by text in language
use through social and literacy practices), which helped us co-construct our research and
answer the study questions.
The Study Questions
The purpose of this ethnographic study was to explore the process of developing
home-classroom connections with diverse families and examined the following general
question: How do urban teachers and their students’ diverse, Latino families develop
home-school connections in a third grade ELL class and in a Kindergarten regular class
within the specific research contexts? The following four questions emerged from the
primary research question and guided observations in order to answer the primary
question in depth:
1. How are the participants’ assumptions and understandings about building homeclassroom partnerships with Latino families reflected in their discourses and their
practices?
2. Given the research context, what kinds of tensions, struggles, and possibilities are
relevant to the process of developing home-school partnerships?
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3. How do the social and literacy practices co-constructed by the research participants
have an effect on the process of building home-classroom connections and students’
literacy development?
4. How do the research participants’ understandings and assumptions change over time?
Significance of the Study
This research study is significant in several ways. First it focuses on Latino
students, with a majority of Puerto Rican students, a group for which more research is
needed in order to understand their home literacy practices and how urban teachers
connect their background experiences to the classroom curriculum to make instruction
culturally responsive. Latinos in the United States are a growing marginalized group, still
struggling to break the achievement gap when compared to their White counterparts in
U.S. schools. It is critical that more educational qualitative studies focus on this
population, as suggested by some researchers and scholars who have been studying the
Latino population in the U.S. for several years (e.g., Delgado Gaitan, 2004; Frau-Ramos
and Nieto, 1993; Gonzalez et al., 2005; Mercado, 2005; Nieto, 2006; Rivera & Nieto,
1993; Zentella, 2005).
Latinos in the Western Massachusetts district where this study occurred are
mostly Puerto Ricans and it is important to mention that relatively little is known about
the cultural and literacy practices of local Puerto Rican communities, “especially the
transmission and transformation of language and literacy practices through homecommunity socialization” (Mercado, 2005, in Gonzalez et al., 2005).
In this study I investigated the co-construction of social and literacy practices
between Latino families and urban teachers in two classrooms in which the study
participants engaged in interactions conducive to the development of home-classroom
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collaborative projects. Those collaborative projects took multiple lorms and practices as
the families’ “funds of knowledge" (Greenberg, 1989; Moll and Gonzalez, 1994) were
incorporated in the classrooms to make instruction and learning meaningful for diverse,
non-mainstream students from marginalized groups. As the projects done by the teachers
included family members as class’ pen pals, incorporated families’ contributions in class
lessons, adopted families’ stories in class big books, brought parents into the classroom
as read-aloud partners and as presenters of home stories and their own countries for the
class, the families were represented as equal partners and collaborators with the
curriculum.
Also, home visits done as part of this study let the teachers “see what is there,’’
(Mercado, 2005) and gain knowledge of their students in new ways. By focusing on the
analysis of home visits done by the participant teachers, this study brings forward Latino
households’ ways of involvement in their children’s education, which helped the teachers
to understand the student population and the families they were working with.
Second, this study makes a contribution to the field of research on the
development of home-school partnerships by presenting the connections negotiated
between two urban teachers and their students’ diverse families: one of these two
teachers was a mainstream, urban school teacher from the dominant culture working with
a regular kindergarten class with a majority of Latino students; the other was a first
generation Puerto Rican American teacher of a third grade ELL class of Latino students
This research study examined issues of ideological assumptions and their implications on
the establishment of home-school partnerships with Latino families, most of them from
Puerto Rican descent, who represented more than 70% of the total school enrollment at
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one of the schools studied and almost half of the students at the other school. This study
contributes greatly to the understanding of how to negotiate collaborative projects with
Latino families’ contributions that make the classroom learning and instruction
meaningful and that helps both the teachers and the parents understand each other’s
expectations through constant communication.
Third, this study offers possibilities for research practices on family involvement,
specifically with Latino families. Although there is research showing the correlation
between teacher outreach, family involvement, and students’ outcomes, “more research is
needed to have a better knowledge of the process of forming home-school links,” as
Margaret Caspe found in her research with families and schools (Caspe, 2003, p. 1). This
study sheds light on some practices and processes that inform some specific ways of
involving Latino families in their children’s education inside the classroom and at home.
Research that focuses on challenging myths and deficit assumptions about poor,
Latino families is needed in our local communities in order to help with the process of
building ‘working’ home-school partnerships (Delgado Gaitan, 2004) through
collaboration. When teachers uncover their own deficit assumptions about diverse
families they begin to understand their students and their families in new ways, which
helps them to meet the needs of non-mainstream students and families in urban schools.
Important as well is the fact that the participant teachers were able to turn the lens
of inquiry upon themselves and focus on their own assumptions through written
reflections and open dialogues with the researcher and other ACCELA members and by
doing this they were breaking a silence that surrounds local practices of involving
families in urban schools. This silence permeates through and naturalizes the school’s
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processes and procedures of including families, as an institution with power over the
community. It takes courage on part of the participant teachers to talk about their
preconceived assumptions and to admit that they had the need to rethink their practices of
family involvement, which both participant teachers did. In doing so, they are both
initiating a dialogue with other teachers in their district and in the field of family-school
partnerships; they are inviting others to start a reflection process on their own
assumptions and to talk about the ways in which naturalized practices can be
problematized and studied for our urban diverse students’ benefit.
Last, but not least, this study’s findings helped to unveil some of the myths that
portray Latino families’ as not interested in their children’s literacy development, not
caring about being involved in school-related projects, and not valuing education. This
study presents implications for elementary teachers’ professional development at district
level and for future research on building home-school connections with a Latino
population. The voices of the research participants (that I present throughout my
narrative) helped me to generate these implications, which are a direct result of many
reflections and analyses that contribute to the research field of home-school partnerships
in urban schools. (I will discuss these implications in Chapter 9.)
Contexts of the Study
The contexts of this study are interconnected and include the following: l)the
ACCELA Alliance in which the study was conducted; 2) the political context of the
accountability system under the No Child Left Behind Law (NCLB) of 2001, which
defined the schools’ processes and procedures for improving the students’ performance in
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the state mandated assessment, or MCAS1, with implications on the development of
home-school partnerships; 3) the educational context, which includes the understanding
of literacy development for English Language Learners in an English-only educational
environment; and the differentiation and definitions of the language of schooling
(academic language and genres) and the students’ home languages and culture; and 4) the
school district’s context, with a student population with 80% of diverse students, in
which Latinos represented the greatest number, with implications on race, social class,
and language issues that impact the education of poor, working class students. I will
discuss these contexts in more detail in the following sections.
The ACCELA University-Schools Partnership Context
ACCELA is “a postmodern acronym that could mean either “Achievement of
Critical Content and English Language Acquisition” or “Access to Critical Content and
Equitable Language Acquisition” (Willett and Rosenberger, 2005, p. 205), an alliance
(funded through a Federal Title VII Career Ladder Grant and a Title III “No Child Left
Behind” Grant) between the University of Massachusetts Amherst and three urban school
districts with linguistically and culturally diverse populations, during five school years
(2002-2007). The purpose of this alliance was “to find more effective ways to support
learners who were acquiring both English and academic content knowledge by building
collaboration among students, school personnel, community leaders, and faculty at the
University” (ACCELA brochure, 2005). According to Willett and Rosenberger (2005),
when ACCELA was proposed to the local school districts it was stressed that “all
participants would collect and critically examine data through collaborative and dialogic
inquiry to better understand how policies, practices and discourses were shaping learning
1 MCAS is the acronym for Massachusetts Comprehensive Assessment System.
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and teaching of ELLs in local schools and communities” (p. 206) and so did the
participants of the present study, as part of the ACCELA Program.
Meg and Yazmin (my study’s focal teachers) were participating as graduate
students in the ACCELA Alliance, and I became the classroom researcher and the Project
Assistant for them. They were simultaneously conducting their own inquiry projects in
their classrooms, and our joint activity had direct implications on our research as well as
on our relationship building process and their commitment to participate in this study.
ACCELA’s Graduate Program in Springfield, Massachusetts
Three cohorts of in-service teachers were taking off-campus graduate courses
through the ACCELA Alliance in Springfield, with the purpose of obtaining the State’s
licensure as Reading Specialists, teachers of English Language Learner, and/or teachers
of English as a second language in order to better help their students to learn critical
content through the English language. The study focal teachers, Yazmin and Meg, both
belonged in cohort 3 and were taking the course “Critical Multicultural Children’s
Literature and the Puerto Rican Community” together with cohort 1, in North
Community Elementary School in Springfield. The course was a multicultural education
course that included three important components: (1) critically analyzing multicultural
children’s literature and using it in the classroom, (2) exploring the Puerto Rican
experience in the U.S., and (3) developing home-school partnerships with diverse
families and communities. As one of the teacher’s assistants in this course, I initiated my
research in it, focusing on how the teachers were developing their home-school
partnerships with their students’ diverse families.
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I had been doing action research on home-school partnerships for the prior eight
years in my classroom, as a teacher in the same district, and as a graduate student. As an
ACCELA research assistant, I had been the instructor of a similar course for the BGS2
group in the summer of 2005. These were two reasons why the professor in charge of the
course assigned me to the family/community involvement component of the course.
When the professor introduced me to the class as an “expert” in the field of parental
involvement for Latino households in urban schools, she elevated my status and helped
me to open up some channels of communication as well as a relationship-building
process with several of the teachers in the class.
The relationships I describe here are still growing significantly and in multiple
ways. Yazmin Rolon (pseudonym) became one of my first relationships in this class,
which was probably a result of our common Latino background. Even though our
personalities are somewhat different (hers, very open and straightforward; mine, a
listener and a nurturer), we found ways to communicate, based on our common interests
in ELL students, which allowed us to work together in this research project for two years.
Another teacher that became one of my friends from the beginning was Meg
O’Hare (pseudonym), who worked with kindergarten students. She was very interested
in finding more multicultural literature for her diverse students and I was her resource for
this goal. We engaged in many conversations about children’s books, which helped us to
know one another better and made our work together in this research a great experience.
It was in this course that this research study began. This course is relevant to this
study in that it was through its lectures, assigned readings, discussions, teachers’ journal

: BGS is the acronym for Baccalaureate in General Studies, which was part of the ACCELA Alliance
programs of studies for 18 teachers and paraprofessionals in a nearby, urban school district, where Latino
students were the majority of the school population..
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reflections, and completed assignments that the participant teachers began to implement
novel ways of involving non-mainstream families as curriculum partners in their
classrooms. Also, in this course the participant teachers focused on contemporary issues
of social inequities and power relations in society, directly related to their students’
education in Springfield public schools, as I narrate in the next two sections regarding the
political and educational contexts of the study.
The Political Context
At a time when demographic changes showed Latinos as the fastest growing, non¬
mainstream group, ahead of Blacks for the first time in U.S. history (Alonso-Zaldivar,
2003, in Zentella, 2005 p.l), the political context of the No Child Left Behind (NCLB)
Law, at a national level, and the English-only law approved in the state of Massachusetts,
at the local level (as a direct result of the public approval of Question 2 in the state’s
general elections), had a direct impact on education that is relevant to this research study.
In the context of an educational reform under an ideology of accountability, the U.S.
national education system put in place a program of high stakes assessments for every
child in every public school, regardless of language dominance, at that time living in the
U.S.
At a national level, the No Child Left Behind Act of 2001 was approved under
President George W. Bush, on January 8, 2002 for comprehensive school reform. Title I
of the Elementary and Secondary Education Act of 1965 was amended to read “Title I:
Improving the Academic Achievement of the Disadvantaged.” The purpose of this law
was “to ensure that all children have a fair, equal, and significant opportunity to obtain a
high-quality education and reach, at a minimum, proficiency on challenging State
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academic achievement standards and state academic assessments” (PL 107 - 110, Jan. 8,
2002, Section 1001. Statement of Purpose, Retrieved from the Internet on 10-21-07).
At the state level, after a long and fierce debate over the two oppositional issues
of English-only and bilingual education, the Massachusetts legislature approved a law for
English-only education for all the public schools, right after the general elections of 2002,
in which voters approved Question #2, also known as Chapter 386 of the Acts of 2002,
that amended Chapter 71A in its entirety. Under the new law, which took effect on
September 2003, transitional bilingual programs were largely dismantled and sheltered
English immersion instruction, based on a Sheltered English Instruction model
(Echevarria, Vogt, and Short, 2000), was established regardless of the learners’ English
proficiency level. The Massachusetts Department of Education defines Sheltered English
Immersion (SEI) as follows: “A full day of grade-level subject matter and English
language instruction modified to be comprehensible to and permit participation by the
LEP students in the classroom at their level of English language proficiency. All
instruction and materials are in English” (Massachusetts Department of Elementary and
Secondary Education, State’s Web Page, Demographic and Program Data, retrieved from
the Internet on July 13, 2008). All of the academic subjects had to be taught in English,
with minimal support in the native language from the teachers. Under the new
regulations, ELL students were expected to be proficient in English in only one year.
They had to take an English proficiency test as well as a standardized written test of
academic subjects matter in English every year.
The discourse of English-only instruction is ideologically constructed within
cultural and political contexts, which are not necessarily connected to theories of
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cognition, or language learning. This discourse represents issues of power related to the
ways the dominant culture defines and positions the non-mainstream cultural groups in
the United States. Under the debate around English-only versus bilingual education hide
issues of assimilation that represent mainstream discourses and political perspectives of
domination widely held in the U.S. society by a group of population largely represented
by white, monolingual English speakers, but also supported by particular segments of non
dominant populations (e.g., Linda Chavez, Jaime Escalante, etc.). These ideologies affect
local practices in local communities. The adoption of the English-only, immersion
instruction mode was intended to ‘solve the problems’ of the non-mainstream,
disadvantaged groups’ lack of English dominance and their segregation in public schools,
through a limited vision that advocated for more instruction in English but failed to
address the complex and interconnected issues of power, race, ethnicity, and social class
inherent to the ideological discourses underlying the debate, as expressed by some
researchers and scholars (Crawford, 1989; Nieto, 1992; Cummins, 1996). According to
Donaldo Macedo, learning English alone does not guarantee access to the knowledge and
power of the dominant cultural group (Macedo, 1985).
This political context had direct implications on the context of culture of this
research because the majority of the students who participated in this study were diverse,
English language learners (ELL), and Latino children (mostly Puerto Ricans), whose
English proficiency fluctuated between Phases I and III (according to the district
categorization for ELL students) or Limited English Proficient (LEP), as described by the
Federal Government. The national and state political regulations of the NCLB Law and
the state English-only law, already described had a direct influence on the educational
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experiences of the diverse students included in this study; considering that the academic
achievement of Latino students is consistently lower than the White students and that
Latinos have the largest dropout rate in Massachusetts at 8.2%, compared to a 6.4% for
Native Americans, 6.3% for African Americans, 2.8% for Whites, and 2.7% for Asian
students (Report on Dropouts in Massachusetts, October, 2004, Massachusetts
Department of Education Data). The situation for Latino students is aggravated by the
fact that Puerto Rican students (who are the majority of the Latino population in the
district) have the highest dropout and attrition rate in the U.S. and, as a group, they have
the lowest number of completed school years and are part of the most under-educated
ethnic group in the nation (Nieto, 1995). In addition, Puerto Rican students in U.S.
schools are more likely to be two or more years below grade level than their peers (FrauRamos and Nieto, 1993) and, together with other Latinos and African American students,
have been historically described as “children at risk” because of the language they speak
and the social class they belong to.
The reason why so many Latino students (being Puerto Ricans the greatest
number) fail and/or drop out of school has been the topic of research for many years.
Earlier studies, done during the 1960s, with tendencies to be based on deficit models,
focused on the deficiencies of the individual students as well as on deficiencies of the
Latino homes, communities, language, and culture, which were viewed as the causes of
the problem (Nieto, 1995). More recent studies and literature focus on more
interconnected factors such as the relationships between schools and society and their
effect on non-mainstream students (Fine, 1991, Nieto and Rivera, 1993, Del Valle, 1998).
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The discourse around the approval of the NCLB Law that transcended to the
public was precisely marketing the idea of benefiting the poor, disadvantaged, non¬
mainstream students. The law provided for an outcomes-based education with a stronger
emphasis on reading at the elementary level, holding educators and schools accountable
for all students’ academic success, and giving greater choice for parents and students,
particularly those attending low-performing schools. However, the importance given to
the state tests as the ultimate goal to be accomplished placed non-mainstream students,
speakers of other languages, at a disadvantage in a district where these students’ poor
performances were interpreted as a direct result of cultural and language deficits.
Conceiving White middle-class culture, values, literacy practices, and language use as
‘the norm’ rendered non-mainstream children’s cultural backgrounds and languages as
deficient and, as such, as one of the causes of their underachievement problem.
In the district where this research took place, newcomer students of all
backgrounds, like many Puerto Ricans who had just arrived from the island and spoke
only Spanish, had to take the MCAS tests in a language they did not understand, setting
them up for failure in their first year in their host country. Many Latino students and
their families felt the frustrations that state standardized tests represented for them, as
they were defined as the lowest achieving group in the school district (by the school
system and by the city newspaper articles). Results, based only on a single state test,
disregarded their improvement in other areas (e. g., progress made in learning English as
a second language). Instead of providing the Latino students included in this study with
fair and equal educational opportunities, the district’s practices for implementing the
NCLB Law accountability mandates brought more disadvantages to those already placed
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at a disadvantage. The five-year effects of MCAS tests, now available on the State’s web
page, show that Latinos and LEP students have the lower MCAS competency
determination (hereafter CD), particularly in grade 10 (the “Progress Report on Students
Attaining the Competency Determination Statewide and by School and District:
February, 2004 to June, 2008,” Massachusetts State’s web page). For example, results of
their first taking of the 2005 MCAS tests revealed that 82% of the White students passed
the test in their first attempt, while only 42% of the Latino students did. In 2008,
percentages were higher for both groups, as 90% of the White students and 63% of the
Latino students passed the test in their first attempt. However, the consistently lower
percentages for Latinos, as compared to the White group, show clearly that there is still a
huge gap between White and Latino students’ attainment in high stakes tests, results that
are literally wiping out a whole cohort to graduate and enter college, leaving potential
college entrants largely White.
The Educational Context
In the 1990s, with President Clinton, the educational reform was geared towards
an “outcomes based education,” with an emphasis on basic skills and a focus on
accountability that was translated into state-mandated tests. The purpose of standardized
tests was ‘supposedly’ to ensure that “students disadvantaged by class and race will leave
school with the minimum competencies they will need to succeed in life” (Carlson, 1993,
p. 217, in Lankshear and McLaren, 1993).

In his essay “Literacy and Urban School

Reform: Beyond Vulgar Pragmatism” (1993), Dennis Carlson talks about “the
disempowerment of local urban communities,” and the ways in which the teachers’ work
had been restructured during the ‘basic skills era.’ He argues that teachers have been re-
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conceptualized as ‘classroom managers' of a relatively self-guided, pre-determined,
standardized instructional process, and are evaluated on their abilities to “teach to the
test” and keep students “on task” (in Lankshear and McLaren, 1993, p. 224).
In the article “Critical Dialogue: Transforming the Discourses of Educational
Reform,” Willett and Rosenberger (2005) mention that:
“Math teachers saw a shift from constructivist math to skills-based math;
the World Language curriculum reverted to a Foreign Language
Curriculum; Language Arts educators saw phonics and five-paragraph
essay crowd out literature-based reading and writing; and the battle over
what counted as history raged for five years. (Massachusetts State
Department of Education, 1997-1999, 1999-2004, as cited in Willett and
Rosenberger, 2005, p. 204)
Willett and Rosenberger also argue that the state’s revisions to the Curriculum
Frameworks for K-12 and the Licensure Standards for Quality Teachers reflected the
incorporation of “more conservative values” (p. 204) and, as one of the examples, they
mentioned the state’s licensure revision which, according to them, “In place of equity
standards focusing on social justice and students’ rights, introduced four standards with a
stringent focus on individual achievement and assimilation” (p. 205). The authors
explain that these standards encourage students “to believe that effort is the key to
achievement” (p. 205). The descriptions presented above are relevant to this research
context in that they are similar to the conditions under which the research participants
were immersed at the time of the study and some of them were mentioned in some of the
teachers' reflection journals in our multicultural education course (which I will discuss in
detail in the data analysis. Chapters 7 and 8).
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The School Sites. Based on my own research interest in Latino students, I
decided to focus on North Community Elementary School (pre-K-5) as the site of this
study for two years, since this school had a great number of Latino population and as well
an ELL class per grade, from kindergarten to the fifth grade. Going to one school and
visiting two classrooms was convenient and allowed me to do my observations in both
classrooms during the same day. However, during the study’s second year the research
site had to open up to Daniels School, another elementary school (pre-K-5) in the same
district, due to Meg O’Hare’s transfer. Although Mrs. O’Hare moved to Daniels school,
we continued to work together given that we had developed a good and trustful
relationship and she wanted to continue as a research participant. An important reason for
keeping her as a study participant was that Meg’s new kindergarten class at Daniels was
similar to her prior class in North Community, which had 50% of the students from the
Latino population. Also, in both Daniels and North Community schools, instruction was
based on a mandated curriculum that the teachers were expected to follow on a daily
basis and the student population was diverse.
In the 2005-2006 academic year at North Community School, the student
enrollment by race/ethnicity was the following: 16.2% African American, 0.6% Asian,
0.7% Multiethnic, 75.5% Latino, and 7% White. In Daniels School, the percentages were
20.7% African American, 1.6% Asian, 11.3% Multiethnic, 43.3% Latino, and 23.1%
White (Massachusetts Department of Education Data, summer, 2006). Both schools were
struggling to obtain better test results in the state tests, or the MCAS.
During the 2005-2006 school year, North Community School was under the direct
supervision of the state, based on the school’s MCAS tests results. The classrooms were
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under surveillance of state visitors, who constantly came in to evaluate the instructional
processes. The teachers and the students were becoming used to the state officials’ visits
and “walk-through” (as the teachers called them) going around and observing the lessons
in all of the classes. In one of our lunch conversations at North Community Elementary,
Meg, the kindergarten teacher, talked to me about the presence of the people from the
state in the school and said that “because the school’s been taken by the state due to our
underperforming scores on the tests now we have many more visitors going around”
(field notes, December, 2005). The ‘time-saving routines’ that were in place in order to
increase students’ engagement in school task at all times (in order to improve tests
results) was strictly followed, to the point that the students, with the exception of pre-k
and kindergarten, had no recess at any time. Effective education was equal to ‘staying on
task' by using the mandated curriculum every minute of the school day, ‘going back to
basics,’ and systematically dedicating a daily amount of time for the state test
preparation.
Finding a space for inviting families as presenters in the classroom into a tight
daily schedule, in such strict circumstances, was a real tension that the teachers had to
face in the process of completing the multicultural graduate course assignment for
creating home-school partnerships with diverse families in their classrooms. Despite
these difficulties, Yazmin and Meg found some strategic ways for inviting some diverse.
Latino families into the classroom as presenters of their own stories, background
knowledge, life experiences, and cultures.
Parental Involvement, Accountability, and the NCLB Law. The NCLB law of
2001 expected teachers to reach out to all of their diverse students’ families to support
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their children at home with school work, as stated in the NCLB Act, Title I: Improving
the Academic Achievement of the Disadvantaged:
Schools shall implement an effective means for outreach to parents of
limited English proficient students (LEP) to inform the parents regarding
how they can be involved in the education of their children, and be active
participants in assisting their children to attain English proficiency.
(Parental participation paragraph, page 46)
This perspective positions non-mainstream students’ home languages as problematic (or
as part of the students’ disadvantage) for school success. These ways of family
involvement tend to value the funds of knowledge of families from the dominant culture
as the real knowledge connected to the school curriculum, ignoring those of non¬
mainstream families. Linking the school literacy practices to diverse, LEP students’
home literacy is not explicitly described, or acknowledged, in this section of the law.
This situation was aggravated by a school curricula almost exclusively designed for
mainstream culture and middle class funds of knowledge (McIntyre, Rosebery, and
Gonzalez, 2001).
The NCLB law mandates the development and implementation of home-school
partnerships, yet this call for families’ participation is based on mainstream school
models of parental involvement, which ask parents to prepare their children for the school
as cited above (“be active participants in assisting their children to attain English
proficiency”). Parents of limited English proficient students, viewed as consumers of
schools’ practices, were expected to help their children to learn English as soon as
possible. This urgency responds to assimilation ideologies, which see the need to replace
the Spanish language with English, which is considered as the language of academic
success. School success is linked to the amount of accumulated cultural capital that
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students bring to school (Bourdieu, 1986), but the Latino students’ cultural capital is
viewed as a hindrance for success in school.
The influence of the ideologies behind the educational reforms on the practices
and definitions of home-school connections, or partnerships, played a role in the
educational context of this research. Despite the NCLB’s call for including all of the
students’ families as “equal partners” in their children’s education, parental involvement
practices in the research site schools continued to be based on the schools’ unilateral
expectations. All of the parents were asked to join the schools’ traditional activities,
which reflected mostly mainstream culture discourses, values, and practices, and did not
necessarily include the non-mainstream families’ ways of knowing and connecting to
schools. Including families in the classroom curriculum as equal partners was crucial
towards developing home-school connections for the diverse student population, which
represented 80% of the total number of students in this school district, particularly when
their academic achievement was measured by a state standardized test (MCAS) in
English and their high school graduation depended entirely on those tests’ results.
Latino parents participating in this study experienced the schools’ constant
pressure of demanding that they help their children to learn English as soon as possible
due to the schools’ need to make significant gains in the state MCAS tests to climb out of
.

the categories with which the state used to label them. Schools that failed to meet student
achievement goals set by the state under the NCLB Law (or that did not make ‘adequate
yearly progress' for their total population or subgroups in English language arts, math, or
both, based on students’ performance on the MCAS) for two consecutive years were
identified as in ‘need of improvement.’ After four years of insufficient progress, schools
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were moved into ‘corrective action’ and after, into the ‘restructuring’ category. Even
parents of children as young as kindergarteners talked about the MCAS tests as
something that was always looming around their heads, which they wanted to be ready
for (field notes, spring 2006). My interviews with Latino parents revealed they were
under the pressure of the schools’ requests for more of their direct participation in their
children’s homework, which was in English, because of the absence of bilingual
programs, due to the approval of Question 2 in the general elections of 2002 in the state
of Massachusetts, requesting public education in English for all the children.
In the presence of high stakes tests and accountability, urban teachers like
Yazmin, the Puerto Rican-American, third grade, ELL teacher, and Meg, the regular
kindergarten teacher, who were teaching diverse students, felt the need to become
advocates for their students’ academic literacy development, but at the same time faced
the struggles represented by the pressure of covering a mandated curriculum while
dedicating a great amount of time and energy to “staying on task” and “teaching to the
test.” Consequently, trying to use students’ languages, prior experiences, and
background knowledge while promoting their active involvement and participation in
school’s ways of using language in academic contexts, would sometimes be a challenging
task that called for innovative strategies. As Schleppegrell (2004) argues,
the kinds of meanings that are created in academic contexts often cannot
be expressed in the language of ordinary interaction. Instead, schoolbased tasks require particular ways of presenting information: the ways
construed through academic registers, (p. 137)
Regardless of race or ethnicity, students are constantly constructing knowledge, mediated
by their use of language and other symbols, through their everyday interactions and
practices in their communities and homes; knowledge that they bring to the school and
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that, when known by the teachers, can help to connect both students’ worlds: home and
school. This way of connecting the home and the school validates the students’
experiences and their households’ knowledge, which is an important aspect of a critical
pedagogy that grounds this study.
Both teachers, Yazmin and Meg, took up the challenge that I described in the
previous paragraph, in order to help their diverse, ELL students through some strategies
that linked home and the school literacy practices so that students could use their first
language to learn the academic language required to succeed in school. As they were
incorporating new strategies in their classrooms, they were enriching the mandated
curriculum by utilizing some of the families as classroom resources, by inviting parents
to take part in making class books with their family stories, encouraging all families to
share family photos and written memories with the class, and using an open-door policy
for parents to spend time observing the daily routines and interacting with their child in
the classroom.
The Context of the Springfield Public Schools: A District
with a History of Fiscal Crisis
The negative effect of Springfield's fiscal crisis on the education of diverse
students, which is my focus in this section, provides an example of the interconnections
between politics, economy, and education in this urban district. According to the
Springfield city’s web page,
for nearly six decades, Springfield had been slumping economically, due
largely to a decline in manufacturing. Many major companies that
maintained factories in the city closed their facilities, moving to the
suburbs or out of New England all together. By the year 2000 the city had
the third largest school district in Massachusetts operating 38 elementary
schools, six high schools, six middle schools (grades 6-8) and seven
specialized schools. The city School Committee passed a new
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neighborhood school program to improve schools and reduce the growing
busing costs associated with the current plan. The plan faced stiff
opposition from parents and minority groups who claimed that the schools
were still unequal. (Retrieved from the Internet on November 10, 2007)
Due to the city’s fiscal crisis, and as a response to the city's request for additional
aid in July 2004, the Massachusetts General Court created a state-run Finance Control
Board (FCB) to resolve the city’s financial crisis. The fiscal problems had already
brought wage freezes, cuts in city services, fee increases, and layoffs. Three consecutive
years without a teachers’ contract and frozen salaries, in addition to the lack of supplies
and teaching materials influenced the teachers’ morale badly (field notes, Fall 2005). On
the other hand, the state demands and expectations on teachers were very high and based
on accountability systems.
The economic context of the Springfield Public Schools district, described above,
is tied to the political and educational contexts of this study, discussed in prior sections.
Springfield has an overwhelmingly non-mainstream student body. During the first year
of my study (2005- 2006) the school population reached 26,000 of which 20,800 were
non-white, diverse students, which, according to the Overview of the School District
Web Page, had 48% Latino, 26% African American, 20% White, 4% mixed race, and 2%
3

Asian. Of those 26,000 students, eleven percent was limited in English proficiency and
enrolled in English Language Learning (ELL) programs, which replaced the transitional
bilingual programs in the district. More than 75% of the 26,000 students in the district
lived in households at or below the federal poverty line. During the 2006-2007 school
year, the study’s second year, the Latino population in the district’s schools increased to
50% and the percentage for Whites decreased to 18% (District’s Web Page, 2005-2006).
3 According to the NCLB 06-07 definition, a limited English proficient (LEP) is a student whose first
language is a language other than English, who is unable to perform ordinary classroom work in English.

43

Monitoring Systems under the No Child Left Behind
Under the NCLB federal regulations, the school systems were to be monitored by
state education officials, who were responsible for measuring the performance of the
overall student body in each school and in every district, including the performance of
some particular subgroups of students, such as special needs, non-dominant, and
receivers of free or reduced-price lunch. The names of the failing schools were made
available to the public in huge lists published in the city local newspaper articles (e.g.,
School ratings released: 10 districts in WMass in need of improvement, The Republican,
September 15, 2007, pp. A-l, A-4). The pressure for school staff and administrators built
up as their schools were posted as failing to make progress in the local newspapers.
Many days, the recess time was dedicated to practice for the tests, practice that some of
the Latino students did not like (field notes, Spring 2006).
Because the majority of the students participating in this research were Latinos of
Puerto Rican origin, the district context had great significance in this study, with
implications of race, language, and class. According to Delgado Gaitan (2004), very
often, teachers and staff in schools with large numbers of different ethnic groups (in this
study, the Latinos, who were the majority in the school sites of this research) look at their
students through deficit lenses and perceive the students’ use of home languages as a
problem, as a hindrance for students’ academic learning. Delgado Gaitan continues to
say that: “Perceptions of poor, migrant, or working class parents as not interested in their
children's education, or even worse, as hard to reach parents, are common and efforts to
involve those parents in the school are not consistent” (pp. 15-16).
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In this study’s site, efforts to provide school communications in a language that
the families could understand were not systematic, due to the lack of bilingual staff
resources in both schools. Monolingual teachers in North Community and Daniels
Schools did not have bilingual resources available to help them translate notes sent to
Latino homes; situation that forced them to depend on the good will of a few bilingual
(English/Spanish) paraprofessionals in the school to help with translations.
This research took place within the economic, political, and educational contexts
already described, in a school district which was under a Finance Control Board and a
relatively new school superintendent in the city. One of the superintendent’s strategies
for dealing with the educational challenges represented by the state’s standardized MCAS
tests was his attempt to create a district-wide culture of achievement. The Culture of
Achievement was a five-page document that included the district’s goals and mission for
improving student’s performance in every school and in every classroom in the district in
order for all students to achieve the state standards. The school Superintendent’s Culture
of Achievement Document, which I analyze in the following section, revealed a great
emphasis on the NCLB law’s assessment and accountability, but failed to address
strategies for the involvement of diverse, non-mainstream families, who were the
majority in the district (almost 80% of all the students’ families). This lack of attention
to parental involvement in the district’s culture of achievement was reflected on the
processes and procedures of both schools participating in this study and on the district’s
lack of professional development offerings for in-service teachers on involving diverse
families in the schools’ curriculum and practices. The document is the focus of the
following section.
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Analysis of the Culture of Achievement: Definition, Mission, and Goals
In this section I present a critical analysis of the definition, the mission, and the
three system-wide goals that were defining the school district’s policy, in the document
titled “Springfield Public Schools - Mission & Goals 2005-2008: Culture of
Achievement.” The following is an excerpt of the document that includes the definition
of a culture of achievement, the goals, and the mission:
Springfield Public Schools - Culture of Achievement 2005-2008
Creating a system-wide focus on achievement in which behaviors reflect
belief. The system-wide goal is to maximize opportunities to learn so that
all students can achieve the standards. In a Culture of Achievement,
everyone believes and acts in accordance with the belief that all learners
can achieve. All actions with students and parents illustrate and confirm
commitment to the belief that all learners can achieve. All resources focus
on actualizing this belief. Students learn continually and are surrounded by
others—teachers, administrators, and other adults—who are also learning
all the time. Creating a community of learners in the Springfield Public
Schools will require a dedication to continuous improvement in learning
on the part of all students, staff, and parents.
Mission: To build a Culture of Achievement in all schools and in all
classrooms that ensures the delivery of educational experiences in which
all learners achieve success (Springfield Public Schools - Culture of
Achievement, Mission & Goals, 2005-2008, p. 1).
The three goals in the document were the following:
1) To maximize the performance of all student learners in the Springfield Public
Schools;
2) To maximize the performance and productivity of all adult learners (teachers,
administrators, and other staff) in the Springfield Public Schools;
3) To maximize the quality and the delivery of support systems for student and adult
learning. (Springfield Public Schools Mission and Goals, 2005-2008, p. 1-5)
Using Fairclough’s Critical Discourse Analysis (1992), I analyzed the prior
excerpt in terms of genre, intertextuality, and ideology (Fairclough, 1992, pp. 232-238).
According to Fairclough (2003), ideology is embedded in the social discourses and
implicit in language use. Ideologies are “representations of aspects of the world which
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contribute to establishing and maintaining relations of power, domination, and
exploitation” and they may be “enacted in ways of interacting (and therefore in genres)
and inculcated in ways of being or identities and therefore in styles” (Eagleton, 1991;
Larrain, 1979; Thompson, 1984; as cited in Fairclough 2003, p. 218). Critical Discourse
analysis (CDA) “regards language as social practice and considers the relationship
between language and power” (Fairclough and Wodak, 1997, p. 76). When people use
language, they “make choices about the design and structure of their clauses which
amount to choices about how to signify (and construct) social identities, social
relationships, and knowledge and belief’ (Fairclough, 1992). Those choices are encoded
in people’s texts (either oral or written) and text can be analyzed through CDA in order to
examine how people are constructing their own social worlds through the language they
use. In this case I analyze the written language in the Culture of achievement’s excerpt
presented above.
The purpose of my analysis of the above excerpt of the culture of achievement
document was twofold: 1) to examine the ideology behind the document’s text, and 2) to
examine assumptions in the text’s ways of constructing the world of the participants
(students, teachers, parents, school staff) in the research’s site (an urban school district
with an 80% of diverse, non-mainstream student population).
The Culture of Achievement Document belonged to the genre of public schools’
vision, which usually defines a school system’s mission and goals (as a public agency),
which are expected to be embraced by all its human resources. It was produced by the
schools’ superintendent and approved by the local school authorities, who were involved
in the specific practice of “making top-down decisions” regarding the public schools’
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management. The document presents intertextual connections of the school
superintendent’s discourse, (reflected in his own beliefs), with the federal government’s
accountability discourse and with the national ideology of measuring students’
achievement through standardized tests.
The document’s text responded to and was in alignment with the national and the
state discourse of ‘school reform,’ under the ideology of accountability. As such, it was
intended to be consumed, collectively, by all the members of the school district, in order
to comply with state standards and with the national school reform agenda based on high
stakes testing for all students. The participants (everyone, teachers, school staff, parents,
other adults, and students), represented as accountable members of a learning community,
were defined through the discourse of accountability. All the parents and the students
were included as participants, and were responsible for maximizing the students’
performance in the MCAS tests. The presumption behind the Culture of Achievement, as
a top-down mandate, assumes that everyone will comply with what is expected just
because they are held accountable for complying with the mandate, regardless of the
different kinds of school practitioner’s expertise and beliefs, individual students and/or
staff needs, differences, and their background knowledge and experiences.
Analysis at the clause level revealed that the assumption behind “everyone’s
commitment to engage in the belief that ‘all learners can achieve,”’ is that action reflects
beliefs, which demands the same way of thinking from everybody in the district. All
students are equally entitled to be treated as ‘learners,’ or as ‘achievers,’ but they as well
have the responsibility to learn continually towards achieving the standards, no matter
what their specific educational situation is. Ever since the instrument that assesses
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achievement has been the MCAS test, the definition underlying the district's Culture of
Achievement would then be that achievement meant passing those high-stakes tests. This
definition of achievement assumed a level playing field in which all of the students come
to school from the same socio-economic level, and have access to the same resources.
This grand supposition is shown to be erroneous when we examine the truth regarding the
population in the district public schools (diverse, non-mainstream students represented
80% of the total number of the student population). (Complete accounts of the
percentages of student population based on race/ethnicity were presented above on pages
37 and 38.)
A discourse analysis of any text should pay attention not only to the participants
included in the text, but also to those participants who were left out. This analysis found
that the document failed to include which culturally responsive educational programs
would be developed in order to address the academic needs of 80% of the school
population, represented by the diverse students in the city. In her book, “Culturally
Responsive Teaching,” Geneva Gay (2000) argues that, “when instructional processes are
consistent with the cultural orientations, experiences, and learning styles of marginalized
African, Latino, Native, and Asian American students, their school achievement
improves significantly” and this is more evident in places in which, “culturally relevant
content, teacher attitudes and expectations, and instructional actions converge” (p. 181).
Important to mention here is that when programs that respond to the cultural diversity of
students are in place and working, there is as well a positive effect on students’
discipline, attendance, and self esteem (Gay, 2000, p. 180).
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Although the document valued high expectations for all students, (a great step
towards the education of the city’s diverse population), it did not mention the need of a
culturally responsive pedagogy. The document failed to address strategies which would
be followed in order to create a culturally responsive curriculum and pedagogy to help
the students from the non-mainstream cultures to achieve. Particularly important is to
point out that American schools’ curriculum is mostly based on the White, middle class,
European-American funds of knowledge (McIntyre, Rosebery, & Gonzalez, 2001), and
assessed by standardized, high stakes tests. Achievement, as defined in the document,
was measured in terms of constant improvement on MCAS tests results, excluding
alternative assessment from the primary goals, raising the stakes even higher for non¬
mainstream, diverse students under the NCLB Law, which was particularly addressing
the benefit of the disadvantaged. Unfortunately, this characterization of students’
performance, based on high stakes tests’ numbers and percentages, is a narrow one under
the lens of the critical literacy and critical pedagogy theories that frame this research
study, since both theories focus on the learner as a whole human being and on education
in terms of the learner’s literacy development.
Limitations of this Study
Despite the contributions that this study brings to the research field of building
home-school partnerships with Latino households in urban schools, it has, as all kinds of
research do, some limitations that I discuss in this section. Qualitative studies are situated
in specific contexts ol culture and situation. This study was situated within a specific
time, evolving through the hybrid texts produced by the research participants, and in a
particular local community space. In this way, it was limited to all of the study
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participants, including me as a participant-observer, and to our own understandings,
which were filtered through our own identities and literacies.
While this study looked at non-mainstream students and their diverse families, it
was focused on Latino students, because they represented almost half of the district’s
student body in the city where the research took place. For this reason, the study left out
other groups of students in the city. I understand that the study findings cannot be
applied to other diverse groups in the city and that more studies will be needed in order to
fully understand the populations from other ethnic groups in the district. Also,
investigating only elementary, kindergarten, and third grade students left out the other
elementary grades as well as the middle and high school grades, limiting the study
implications greatly. Consequently, the need for more studies on this topic in other
grades still exists.
Chapter Summary
This chapter presented the purposes of the study, the research main questions, the
study contexts, and as well the research significance and its limitations. The study
purpose was to critically examine the tensions, struggles, and possibilities that the
research participants encountered as they engaged in social and literacy practices
conducive to the development of home-classroom partnerships in two urban classrooms
in which most of the students were Latinos. The questions in the study addressed issues
related to the participants’ own assumptions about non-mainstream students and their
families and how those assumptions changed through the time of the study, the co¬
construction of home-classroom collaborative projects by urban teachers and Latino
families, and the social and literacy practices that evolved from the home-classroom
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connections developed during the research process. The context of culture of the study
included the ACCELA Alliance, a university-schools partnership through which the
study took place, as well as the political, educational, and the school district contexts.
This study is significant because it addresses the situation of marginalized groups
of Latino, urban populations, under the accountability movement of the NCLB Law at a
national level and under the English-only law at the state level. This study brings to the
forefront issues of race, class, and ethnicity, which are relevant to the education of Latino
students and their families in Springfield, Massachusetts, an urban community and one of
the local districts in which the ACCELA University-School Alliance invested time and
effort in order to facilitate ways of facing the challenges posed to the schools under the
English-only law of the state and the NCLB Law of 2001. The study is limited in that it
included only the lower elementary grades and cannot shed light upon the problems and
struggles in the education of students in the upper grades in the district.
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CHAPTER 3
REVIEW OF THE LITERATURE
This chapter presents the literature strands that undergird this study and how they
ground the research project. This study was informed by three research literature strands
that constitute the study foundation and provided a framework for examining the research
questions presented in the prior chapter. These research literature areas are: 1) the
development of home-school partnerships in the education of non-mainstream students
and the research on Latino families in the United States, 2) the principles of multicultural
education and critical pedagogy, and 3) the theories of language and literacy that
undergird critical literacy.
Parental Involvement and Latino Families
Considering the research evidence that shows a direct relationship between family
involvement and children’s achievement in schools (Chavkin, 1993; Delgado Gaitan,
2004; Epstein, 1987, 1992, 1994, 1995, 1996; Floyd, 1998; Henderson and Mapp, 2002),
it is important that local schools look for multiple, strategic, and novel ways to engage
families in their children's schooling through “partnerships that really work for diverse
families” (Delgado Gaitan, 2004). The works of some scholars and researchers with and
about Latino families (Delgado Gaitan, 2004, Reyes and Halcon, 2001; Zentella, 2005)
provide valuable information on educational issues related to Latinos in the U.S. and also
shed light on the Latino community’s strengths, aspirations, and resilience in the
mainland. Some of their findings and conclusions were considered as some of the points
of departure in this research study (for example, Delgago Gaitan’s idea that “working
home-school partnerships with Latino families is based on constantly connecting, sharing
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information, and supporting continued parental involvement”) (2004, p.xii). In the
present research study, I used the three conditions specified by Delgado Gaitan (2004):
connecting, sharing information, and supporting continued efforts for involving families,
to help focus my data collection regarding the participant teachers’ ways of developing
partnerships with Latino parents.
Connecting means to reach out to Latino families with non-judgmental attitudes, a
key step to establish reciprocal communication and to keep it flowing, acknowledging the
importance of communicating with parents in a language they can understand. Sharing
information is, in Delgado Gaitan’s (2004) own words, “improving learning opportunities
for students through critical knowledge and sharing information between parents and
educators” (p. xii). Supporting continued parental involvement with Latino parents
means keeping a constant assessment and revision of parent involvement programs as an
ongoing process in which families feel confident to collaborate.
Delgado Gaitan’s research with Latino immigrants, families, and communities
provides some tools and strategies for including Latino families in American schools. In
her book, Involving Latino Families in Schools: Raising Student Achievement through
Home-School Partnerships (2004), she talks about the need for educators to establish a
“working partnership with Latino parents who live in poverty,” arguing that high
expectations are critical for these children because often, “parents receive only negative
reports, instead of reports about their children’s strengths and efforts in schools” (p. x).
As a teacher, school principal, writer, and researcher, Delgado Gaitan (2004) gives a
clear picture of her own experiences involving Latino families in schools. Her book
presents a variety of suggested activities and case examples illustrated through vignettes.
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which provide insights for developing “working partnerships” with Latino families. As
an ACCELA Program assistant for Meg and Yazmin, the focal teachers in this study, I
used Delgado Gaitan’s construct, “working home-school partnerships’ with Latino
families, based on constantly connecting, sharing information, and supporting continued
parental involvement, (Delgado-Gaitan, 2004) to assist both teachers with their homeclassroom collaborative projects with Latino families. I also used resources found in
Reyes and Halcon’s book, discussed next.
In The Best for Our Children: Critical Perspectives on Literacy for Latino
Students, Reyes and Halcon (2003) place the literacy debate within a sociocultural
perspective as they present the research and practices of some of the most leading voices
of Latino scholars, who challenge assumptions about Latino students in U.S. public
schools. This collection makes clear that teachers who believe that Latino students can
be critical learners and capable of excellence make a real difference in our schools. In
this research the participants critically examined and discussed our own assumptions to
uncover our beliefs and expectations about the ‘others,’ as our conscious effort towards
focusing on strengths.
The book, Building on Strengths: Language and Literacy in Latino Families and
Communities, edited by Ana Celia Zentella (2005), includes Zentella’s own research and
her colleagues’ studies with Latino families, offering perspectives on ‘language
socialization’ in Latino households. According to Zentella (2004) ‘language
socialization’ research sheds light on “the subtle yet significant contrasts between the
cultural ways that students use language in their communities and the language genres of
the classroom, whether the languages are the same or different” (p. 7). Zentella’s focus
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on ‘language socialization’ presented in this book is relevant to this study because
Zentella's perspectives provide an understanding of the Latino students’ ways of using
language in their community and in the classrooms and as well on the complexity of
Latino students’ literacy development in urban schools.
The evidence that links parental involvement to improved student achievement
and attendance is consistent with some studies done with Latino families and their
children (e.g., Aspiazu, Bauer, and Spillett, 1998; Jones and Velez; 1997; Lucas, Hence,
and Donato, 1990).

In a study done in New Orleans with 16 Latino parents who became

involved in a leadership program (Aspiazu, Bauer, & Spillett, 1998), the findings
revealed that, as the parents became more involved in structuring and monitoring
homework, their children's grades improved. The study also showed that the students
showed greater self-esteem. In addition, research done by Jones and Velez (1997)
demonstrated that parental involvement in the home with school-related work played a
great role in the performance of the Latino students they studied in a Midwestern high
school. Lucas, Hence, and Donato (1990) did another research study that had similar
findings in six high schools.
The Establishment of Home-School Connections
The importance of establishing home-school connections is recognized at a
national level in the U.S. as well as in other countries around the world. The acceptance
of parents as partners in education stems from research findings that link parental
involvement to their children’s success in school; this idea has been adopted by scholars
and researchers who are currently developing studies focusing on new models of teaching
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that reflect children’s home backgrounds and experiences, and that view students'
diversity as an asset towards a more democratic education in the U.S.
Some of the scholars who have done research on this topic for many years, for
example, Epstein (1987, 1992, 1994, 1995) and some authors of books related to linking
the home and the schools for the benefit of the students (e.g., Allen, 2007; ComptonLilly, 2004; Delgago-Gaitan, 2004; Taylor and Dorsey-Gaines, 1988; Reyes and Halcon,
2001; Shockley, Michalove, and Allen, 1995; Zentella, 1997, 2005) agree that, when
families and schools work together using appropriate ways of collaboration through
partnerships, children are more likely to succeed in schools.
Joyce Epstein’s research and publications (1987, 1994, 1995, and 1996) offer
myriad suggestions for involving families in the school as partners and provide specific
frameworks for the development of home-school partnerships, which include six different
types of family involvement:
1. Parenting: supporting, nurturing, and rearing
2. Communicating: relating, reviewing, and overseeing
3. Volunteering: supervising and fostering
4. Learning at home: managing, recognizing, and rewarding
5. Decision making: contributing, considering, and judging; and
6. Collaborating with the community: sharing and giving
Epstein’s research is relevant to this study because her framework was compared and
contrasted with the participant teachers’ views and practices about parental involvement
in their classrooms. Epstein’s research covers decades of investigation and other
researchers have used her framework (for example, Henderson and Mapp, 2002).
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The National Center for Family and Community Connections with Schools' 2002
Annual Synthesis (Henderson and Mapp, 2002) examined 80 studies and found one
overarching conclusion:
The studies found a positive and convincing relationship between family
involvement and benefits for students, including improved academic
achievement. This relationship holds across families of all economic,
racial, ethnic, and educational backgrounds and for students of all ages.
(page 24)
This work identifies about 80 qualitative and/or quantitative research studies about the
Influence of Family and Community Involvement on Student Academic Achievement.
Parent involvement is defined through a framework of six types of involvement:
parenting, communicating, supporting school, learning at home, decision making, and
collaborating with community (for grades 8 to 12).
For elementary grades, parent involvement is defined as engaging in school
activities at home (including helping with homework and reading skills; supervising
children and monitoring how they spend their time out of school, talking about school
and what children are learning) and attending school events (going to parent-teacher
conferences, meeting with teachers, and volunteering for classroom or school). Student
achievement is defined in measures of: 1) teachers ratings; 2) report card grades, 3) grade
point averages, 4) enrollment in advanced classes, 5) standardized test scores, 6)
attendance, 7) staying in school and being promoted to the next grade; and 8) improved
behavior and healthy development.
Although the research mentioned above highlights outcomes of family
involvement, there is still the need to know more about how to initiate, implement, and
sustain family-teacher partnerships with Latino families in our local communities. In
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other words, the ways in which teachers and families work together for sustained periods
and how they are able to learn from one another are not clearly defined. Margaret Caspe
(2003), as a consultant for the Harvard Family Research Project, argues that, “While
research demonstrates the link between teacher outreach, family educational
involvement, and students’ outcomes, a better knowledge of the process of forming
home-school links is needed” (p. 1). Caspe’s study asks for a deeper reflection on
teachers’ perceptions of low-income families and teachers’ study of children’s family life
for developing a better knowledge of the families’ cultures and their “funds of
knowledge” (Caspe, 2003). The present ethnographic study, with the goal of contributing
to this call for finding ways of knowing about the process and procedures of developing
home-school partnerships with low-income, diverse families in urban schools, focused on
the ways in which two urban teachers initiated, developed, and sustained the practices of
developing home-school connections with low-income, diverse families in Springfield,
Massachusetts, and on the tensions, struggles, and possibilities they encountered in the
process.
The Funds of Knowledge Approach
Greenberg, (1989) and Moll and Gonzalez (1994), in their work with Latino
families, gave the name cultural funds of knowledge to those historically accumulated
bodies of knowledge and skills, strategies of survival, and strengths that those families
possessed, which were particular to their social practices. The concept of funds of
knowledge builds on the idea that “every household is in a very real sense an educational
setting in which the major function is to transmit knowledge that enhances the survival of
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its dependents” (Moll, 1990). The use of this approach in the classroom consists of using
students’ knowledge and prior experiences as a scaffold for new learning.
Moll, Amanti, and Gonzalez (1992, 1994, 1997, 2005), as well as Mercado (2005)
have done investigations about Latino/a households’ funds of knowledge (including
Mexican and Puerto Rican) for more than a decade. They have found ways of connecting
with families that lie outside of traditional school-related models of parental involvement.
Instead of teaching parents “how to do school,” their funds of knowledge approach values
poor and working class community households’ strengths and knowledge as resources
that teachers can use to connect teaching and learning with the communities they serve.
Drawing from Vygotsky’s (1970) theory and from sociocultural perspectives,
teachers, in their role as researchers and learners, visited families to document funds of
knowledge, relying on a mix of guided conversation and interviews or ethnographic
inquiry. Household knowledge found by the researchers is broad and diverse and
includes
information about farming and animal management, information
associated with households’ rural origins, or knowledge about
construction and building, related to urban occupations, as well as
knowledge about many other matters such as trade, business, and finance,
(Moll et al., 1992)
knowledge that teachers used to enhance their classroom curriculum and to connect
learning in the classroom with the children’s ongoing learning in their community. Even
though the present study’s central focus was not on teachers as ethnographers, doing
home visits to all of the students’ families, the focal teachers in this research viewed the
funds of knowledge approach as a model for focusing on the Latino families’ strengths
when they conducted a home visit to their case study students for their ACCELA
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projects. The teachers were also inspired by Carmen Mercado’s research with Puerto
Rican families in New York (Mercado, 2005), which was more connected to the Latino
(mostly Puerto Rican) families they were trying to connect to in Springfield, and as such,
provided them with more resources for their inquiry-based projects.
Mercado’s research (2005) with diverse families in New York from 1996 to 1999
is also based on the funds of knowledge approach. She collaborated with bilingual
teachers for identifying “funds of knowledge or intellectual, communicative, emotional,
and spiritual resources for learning in Latino homes,” to help the teachers to “see what’s
there” (p. 134). Mercado (2005) argues that the funds of knowledge approach “provides
educators with an inquiry-based process for creating meaningful home-school
partnerships and the tools to generate research-based knowledge through participant
observation in local households” (pp. 146-147).
Mercado tells how the teachers’ experiences with Latino families became a
positive force in developing a collaborative relationship with families and helped teachers
to develop pedagogical knowledge that allowed for the use of home language and literacy
practices in ways that made visible the strengths of Latino families. In their interactions
with Puerto Rican families the teachers could hear primary caregivers representing
themselves as they really saw themselves: hard working, responsible, and strong people,
who are concerned with their children’s education and who give priority to character
development among their children. “Seeing what is there” (Mercado, 2005) helps
teachers and researchers to confront myths and assumptions about poor minority families
and students. In the present study, both of the focal teachers visited Latino households
and could see “what is there,” as Mercado (2005) puts it. Home visits were an important
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component of this study, which challenged assumptions and brought new understandings
to the participants (which will be discussed later in the analysis chapters).
The ‘funds of knowledge’ construct is relevant to this study in that the participant
teachers’ home-classroom collaborative project’s goals reflected the incorporation of
students’ families’ funds of knowledge in the classroom in order to learn more about the
non-mainstream families and as well, to foster home-school connections. Also, I
documented the participant Latino families’ funds of knowledge as they engaged in
communication with the teachers and me during the study.
Challenging Assumptions and Myths
The power of assumptions resides in their commonsense nature, which serves to
perpetuate unequal power relations. Fairclough (1989) talks about assumptions as part of
the ideological commonsense when he says that “assumptions and expectations are
implicit, backgrounded, taken for granted... assumptions are ... not things that people are
consciously aware of, rarely explicitly formulated or examined or questioned” (p. 77).
Following Fairclough’s (1989) definition of assumptions, Catherine Compton Lilly
(2003, 2004, and 2005) challenged myths about poor, diverse parents. In her book,
Confronting Racism, Poverty, and Power: Classroom Strategies to Change the World,
she refutes these myths by using the findings of her own teacher-research with her
diverse students and families in her classroom. Compton-Lilly asks teachers to
“challenge our understandings of poor diverse communities” and to “systematically work
toward unraveling our assumptions” (p. 16).
This study was done under the expectation that, when teachers get to know their
students' families better by engaging in dialogical practices and as well through home
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visits, those negative assumptions are questioned, challenged, and start to change. By
challenging assumptions in two local classrooms in Springfield, while contributing to the
process of building ‘working’ home-school partnerships through collaboration, the
present research study helped the focal teachers to uncover some of the myths and
assumptions about poor, diverse families.
Family Presentations in the Classroom
Inviting families to do presentations in the classroom was an alternative way of
involving families in their children’s education; this was researched and published by
Wilson-Keenan, Willett, and Solsken (1993, 1999, and 2001) in a culturally diverse,
largely low-income urban community in Springfield, Massachusetts. The site of this
project was an urban, multicultural classroom of a combined class of first/second graders
in which families were invited to talk about their lives to the class. The study focused on
the analysis of the classroom language practices that emerged from literacy practices and
knowledge of the children’s families and community members who were invited into the
classroom as presenters of their own talents and stories.
Wilson-Keenan, Willett, and Solsken’s ethnographic/action research project goals
were: “to strengthen the children’s academic learning, foster school/home collaboration,
and construct a multicultural community strong enough to nurture the diverse children in
an urban elementary school classroom’’ (1993, p. 204). These researchers examined the
possibilities and challenges for creating new forms of parent participation in the
curriculum, which required changes and redefinitions in ways of interacting with children
and community as suggested by Cummins (1986).4 Visits of diverse families to the

4 Cummins argues that efforts to improve the education from dominated societal groups require: (1)
student’s language and culture incorporated into school programs, (2) community participation as integral
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classroom enabled the researchers to discover parents’ talents and teaching capabilities,
to learn from one another through conversations. From apparently non-instructional
conversations, the students made multiple connections from which curriculum emerged
naturally, as the community funds of knowledge interconnected with classroom thematic
units. Through a variety of attempts to make meaning in these conversations, students’
home languages and cultures were acknowledged and elevated in this classroom.
Inviting parents as collaborators for the class made the teacher, Jo-Anne WilsonKeenan, realize her need to be ready for handling her own fears regarding talking about
differences. This process brought her great opportunities for gaining more understanding
of her own practices in a multicultural classroom where, as she admits, “collaborating
with parents require that we confront our own fears of difference and open our
classrooms to discussions of topics that may raise tensions among the values of different
individuals, groups, and institutions” (1993, p. 212). This school/home collaboration
process provided for the development of more equitable relationships with parents and
students while they were learning from one another.
The research done by Wilson-Keenan, Willett, and Solsken (1993) influenced the
present study in very important ways. Articles about this research were used as the
course Critical Multicultural Children’s Literature and the Puerto Rican Experience
assigned readings and as springboard for class discussions for the ACCELA teachers
(lield notes, Fall 2005). According to our informal conversations after and during class
and to some of the teachers’ journal reflections (discussed in data analysis chapters),

to education, (3) pedagogy that promotes intrinsic motivation on the part of the students to use language
actively to generate their own knowledge, and (4) professionals involved in assessment who become
advocates for students rather than legitimizing the location of the “problem” in the students (Cummins
1986, p. 18).
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many urban in-service teachers in the ACCELA course valued these research findings as
a resource and a guide for their own action research projects and practices in their
courses’ assignments and projects regarding family involvement and some of them did
invite families to share their talents, their cultures and funds of knowledge with their
class (field notes, Fall 2005).
Multicultural Education and Critical Pedagogy
This study was also informed by the philosophy and the principles of
multicultural education and critical pedagogy since it began in a multicultural course in
which the study participants engaged in inquiry projects regarding knowledge
construction in a diverse society, incorporating non-mainstream students’ funds of
knowledge in school curriculum, and developing culturally responsive pedagogy for their
English language learners in two elementary urban schools.
Multicultural education is one of the underlying theories for this research and is
included in this review as a way of explaining the course of study that the participant
teachers were engaged in as ACCELA members during the research. The philosophy of
multicultural education guided and framed the principles in the course Critical
Multicultural Children’s Literature and the Puerto Rican Community, in which this
research study began. While the participant teachers immersed themselves in critically
analyzing multicultural children’s literature in this course, they engaged in a process of
constant reflection on their own practices as urban teachers of diverse, poor, and working
class students (with Latino students as the majority of their class enrollments in most
cases).
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As one of the multicultural course expectations, the 18 participant teachers
enrolled in the course kept a reflection journal, which had a double purpose - to reflect
on course readings before class, and on multicultural teaching practices and
interconnected issues of race, class, and gender. The professor, the other course TA, and
I read the journals (collected twice during the semester), and provided our written
feedback to the teachers’ reflections. When we gave the journals back to the teachers, we
engaged in conversations with some of them, either before or after class, about important
issues they expressed in their reflections. These conversations were occasionally
interwoven in some of our class discussions, which sometimes brought more reflections
around the same topic, making the teachers’ journals a space for our ongoing
conversations about the multicultural education issues that we talked about constantly in
class. One of the salient topics that appeared in some of the teachers’ journals was the
need for doing multicultural education in local schools. This oftentimes a struggle due to
the greatly diverse, non-mainstream student population in the district, the lack of
multicultural children's literature and resources, and working within an accountability
system and a mandated curriculum (field notes, fall 2005).
Multicultural education has its roots in the Civil Rights movement in the United
States during the late 1960s. The development of multicultural education was directed
towards an interdisciplinary education reform for restructuring schools so that all students
could function well in a culturally diverse society (Banks and Banks, 1995; Nieto, 2004;
Spring, 1997).
According to Banks (1999) multicultural education has the following eisht major
characteristics:
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•

high expectations for all students

•

curriculum that includes learners’ multiple perspectives

•

culturally responsive pedagogy

•

acknowledgment and respect of diverse students’ own languages and dialects

•

instructional devices that focus events from multiple and diverse perspectives

•

proportional representation of minority students in gifted and talented
programs

•

valuing diversity

•

School counselors receive training in multicultural education (pp. 17-22).

Although the philosophy of multicultural education has influenced education in
the U.S. for decades, there are oppositional views stemming from conservative political
agendas that see this educational approach as a dividing force that only brings
fragmentation and disunity to the nation.
Nieto’s outstanding work in multicultural education offers a framework and a
definition of multicultural education (2004) that is relevant to this study in that the
research focal teachers were engaged in class discussions, journal reflections, and
assignments based on this model throughout the ACCELA course (Critical Multicultural
Children’s Literature and the Puerto Rican Community) during the 2005 fall semester.
This study used Nieto’s multicultural education model as a basis to explain the
interconnections of the research contexts, in which the participants examined and
challenged issues of race, language, and ethnicity in order to understand the practices of
home-school connections in two local urban classrooms. Also, this model was the
foundation for the focal teachers’ action plans for parental involvement in their
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classrooms, because it views critical pedagogy as a crucial component of multicultural
education.
Nieto argues that “multicultural education is for everyone regardless of ethnicity,
race, language, social class, religion, gender, sexual orientation, ability, and other
differences,” (p. xxviii) but at the same time she uses race, ethnicity, and language as her
lenses to understand multicultural education. Nieto warns her readers to move away from
a simplistic view of multicultural education as ‘the answer’ for school failure (p. xxv);
she sustains that ‘to view multicultural education as the answer to school failure is
simplistic because other important social and educational issues that affect the lives of
students would be ignored.” She adds that multicultural education must be understood in
“its larger personal, social, historical, and political context” (p. xxv).
Nieto’s definition of multicultural education (2004) includes the following seven
basic characteristics: 1) antiracist/antidiscriminatory; 2) basic; 3) pervasive; 4) important
for all students; 5) education for social justice; 6) a process; and 7) critical pedagogy.
These characteristics are defined across a grid of five levels that start with monocultural
education as the first level followed by tolerance in the second level. The last three levels
are acceptance; respect; and affirmation, solidarity, and critique.
Monocultural education, or the lowest level, does not acknowledge diversity, or
issues related to institutional racism; education at this level is based on a sanitized
curriculum, as it supports the status quo. Through the levels of tolerance, acceptance, and
respect, educational policies and practices are increasingly geared toward the
acknowledgment, acceptance, and respect for differences reflected in a diverse society
and ot different groups’ lifestyles, cultures, and languages. The school curriculum is
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more inclusive and education is expanded to examine issues of race, discrimination, and
social justice; and students and teachers engage in more dialogue to understand their
different perspectives. Affirmation, solidarity, and critique, or the highest level, is the
ideal level in which education fully accomplishes the seven characteristics of
multicultural education. At this level policies and practices that affirm diversity and
challenge racism are developed; there are high expectations for all students’ learning; the
basic education is multicultural; and students and teachers are involved in critical
pedagogy.
Among the scholars that have contributed to the field of critical pedagogy through
their work (Freire, 1970; Freire and Macedo, 1987; Giroux and McLaren, 1989; Sleeter
and McLaren, 1995; McLaren, 1998) Paulo Freire, a Brazilian educator, is known for his
critical (revolutionary) pedagogy, in which he proposes an education for emancipation.
His work is the most influential on the literature, theory, and practice of critical
pedagogy. In his work with illiterate adult peasants in Brazil and in other countries of the
world as well (Latin America, Africa, North America, and Australia), he developed his
educational philosophy based on his conviction that human beings, provided with the
proper tools, can look critically at the world in dialogical encounters with others.
According to Freire (1998), teachers and students should have a democratic
relationship and engage in authentic dialogue through the use of “problem posing
methods” (p. 85), which Freire believes are the way of learning to read and write while
finding a new awareness of selfhood that allows the learners to start looking critically at
the social situation in which they are immersed. (For a definition of Freire’s concept of
dialogue go to Chapter 1.)
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In his book Pedagogy of the Oppressed (1970, 1993, 1998), Freire proposed an
education for liberation as a mutual process in which teachers and students dialogically
engage in “problem-posing” practices conducive to developing “generative themes”
(1998, p. 85) based on the reality of the students’ own lives. This engagement in a
dialogical process through the investigation of the “generative themes” brings what Freire
calls “an awakening of critical consciousness” or “conscientization” that enables the
learners to critically examine their situation in life; to look for different possibilities; to
become agents of their own liberation. Freire proposes dialogue as the essence of
education as “the practice of freedom” (Freire, 1970).
Freire distinguishes education for liberation from what he calls “banking
education” or the kind of education that “becomes an act of depositing, in which students
are conceived as empty vessels and the teachers are the ‘depositors’” of their knowledge.
He proposes en education in which teachers and students engage together in active roles
of “co-investigators” in their investigations of their “generative themes” so they can
“deepen their critical awareness of reality and in spelling out those themes take
possession of that reality” (1998, p.87).
One example of democratic forms of education is found in Ira Shor’s book When
Students Have Power: Negotiating Authority in a Critical Pedagogy (1996), which
reports a story of power-sharing and curriculum negotiation among professor and college
students in New York. Through this power-sharing project, the professor and the
students initiated a process of a “democratization of discourse,” or a transformation of
traditional classroom discourse, that involved what Nan Elasser and Patricia Irvine called
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“‘new speech communities'... where teachers and students work to promote educational
equity and cultural diversity” (1992, p. 32, as cited in Shor, 1996, p. 29).
Peter McLaren’s concept of critical pedagogy is well explained in his book Life in
Schools (1998), in which he argues that: “any worthwhile theory of schooling must be
tied to a struggle for a qualitatively better life for all through the construction of a society
based on non-exploitative relations and social justice” (p. 172). According to McLaren,
certain types of knowledge legitimize certain gender, class, and racial interests, and
critical pedagogy “must ask how and why knowledge gets constructed the way it does;
what are the social functions of knowledge; whose interests does this knowledge serve;
and what is the relationship between social class and knowledge taught in school?” (p.
174).
Critical Pedagogy and Literacy
Freire’s work with Donaldo Macedo (1987) exposed a definition of literacy that
moves away from the traditional, rigid definitions of literacy as “the treatment of letters
and words as purely mechanical domain” (p.viii). Freire and Macedo (1987) see literacy
as “a set of practices that functions to either empower or disempower people” and explain
that “literacy is analyzed according to whether it serves to reproduce existing social
formation or serves as a set of cultural practices that promotes democratic and
emancipatory change” (p. viii). The authors argue that in order for literacy to become
meaningful it has to be situated within a “theory of cultural production and viewed as an
integral part of the way in which people produce, transform, and reproduce meaning” (p.
142). A theory of cultural production is in opposition to the “cultural reproduction” that
Freire and Macedo (1987) define as “the collective experiences that function in the
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interest of the dominant groups, rather than in the interests of the oppressed that are the
objects of its policies” (p. 142). This study critically examined and challenged the ways
in which some of the policies (and practices) of the educational reform based on the
NCLB Law of 2001 were constructing and defining Latino families, focal teachers, and
non-mainstream students in the research site.
Freire and Macedo (1987) view traditional approaches to literacy as engrained in
positivistic methods of inquiry that “ignore the interrelationship between the
sociopolitical structures of a society and the act of reading” (p. 145). According to Freire
and Macedo, the exclusion of the social and the political dimensions from the approaches
to literacy positions readers as objects and gives rise to an ideology of cultural
reproduction. They criticize the traditional approaches to literacy (which they call
academic, utilitarian, cognitive development, and romantic approaches) for their “failure
to provide a theoretical model for empowering historical agents with the logic of
individual and collective self-determination” and for sharing the common feature of
“ignoring the role of language as a major force in the construction of human
subjectivities” (pp. 145-149). One point that is worth mentioning here is that both
authors agree that literacy can be emancipatory only if it is conducted in the people’s first
language because it is through it that students name their own worlds.
Critical Literacy
The theory of language that undergirds critical literacy is relevant to this study in
that it helps to frame the data analysis. According to Anderson and Irvine (1993), critical
literacy is “learning to read and write as part of the process of becoming conscious of
one's experience as historically constructed within specific power relations” and its goal
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is “to challenge unequal power relations” (p. 82). Lankshear and McLaren (1993) argue
that “critical literacy is grounded in ethical and political commitment to democratic and
emancipatory forms of education” (p. 380). The New Literacy Studies (Bloome, 1987,
1989; Lankshear, 1997; Street, 1995) bring light upon literacy as an ideological activity
shaped by historical and sociopolitical circumstances, moving away from the concept of
literacy as an autonomous activity.
Part of the data analysis in this study focused on the participants’ social and
literacy practices through the tools of Critical Discourse Analysis (Fairclough, 1992),
which views language as a social practice, and Systemic Functional Linguistic (Halliday
and Hassan, 1985, as cited in Butt et al., 2003), which focuses on the language analysis of
the text at the experiential, interpersonal, and textual levels, discussed in the following
sections.
Critical Discourse Analysis (CPA)
The term ‘critical’ is influenced by the work of the Frankfuter School or Jurgen
Habermas. The terms Critical Discourse Analysis (CDA) and Critical Linguistics (CL)
are often used interchangeably. CL and CDA may be defined as fundamentally concerned
with analyzing opaque as well as transparent structural relationships of dominance,
discrimination, power, and control as manifested in language. CDA is as much theory as
method - or rather, a theoretical perspective on language and more generally semiosis
(including ‘visual language’, ‘body language’, and so on) as one element or “moment of
the material social processes” (Williams, 1997, as cited in Fairclough, 2001, p.121).
CDA takes into consideration the context in which language is used.
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Critical Discourse analysis (CDA) “regards language as social practice”
(Fairclough and Wodak, 1997) and considers the relationship between language and
power (p. 76). When people use language they “make choices about the design and
structure of their clauses which amount to choices about how to signify (and construct)
social identities, social relationships, and knowledge and belief’ (Fairclough, 1992).
Those choices are encoded in people’s texts (either oral or written) and text can be
analyzed through CDA in order to examine how people are constructing their own social
worlds through language they use.
In this study the analysis of the participants’ texts focused on the language in use
and also on the contexts surrounding the texts. Halliday and Hassan's Systemic
Functional Linguistics approach (1985, as cited in Butt et al., 2003) provided a good tool
for this analysis because they define text as a piece of language in use, language that is
functional. Texts are harmonious collections of meanings appropriate to their context and
reach unity of purpose through their texture and structure. Texture comes from the way
the meanings fit coherently with each other. Structure refers to the way that most of the
pieces of language in use will contain certain obligatory structural elements appropriate
to their purpose and context (Butt et al., 2003).
Texts always occur in two contexts: context of culture and context of situation.
The context of culture is the outer context around the text which is very important in
shaping the meanings in a particular culture. The context of situation involves those
areas in which speakers and writers use language in many more specific contexts and has
three different aspects: field, tenor, and mode. The field is what is to be talked or written
about, the long and short term goals of the text. The tenor is the relationship between the
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speaker and the hearer, the writer and the reader. The mode is the kind of text that is
being made (Butt et al., 2003).
According to Butt et al. (2003), language has three functions: the experiential, the
interpersonal, and the textual. The experiential function of language, or field, allows the
representation of experience and its meanings to encode information on what is
happening, will happen, or has happened. Logical meanings show the relationship
between the experiences. Through the interpersonal function, or the tenor, speakers or
writers interact and or express a point of view. This function encodes interactions to
show how defensible we find our propositions, to encode ideas about obligation and
inclination, and to express our attitude. The textual function of language, or the mode,
turns the output of ideas into a coherent whole using language to organize our
experiential, logical, interpersonal meanings into a coherent whole (Butt et al., 2003).
According to Butt et al. (2003), there are two different text types: genres and
registers. When texts share the same general purpose in the culture, they will share the
same obligatory and optional structural elements; that is, they belong to the same genre.
Some types of genres are recount, narrative, procedure, report, explanation, exposition,
and discussion. When texts share the same context of situation to a greater or lesser
extent they will share the same experiential, interpersonal, and textual meanings. These
are known as registers. For example, we can talk about doctor-patient interview and
teacher talk as registers.
The present study focused on the close analysis of texts in language use as a
resource for the analysis of the social interactions and practices observed in the
classrooms studied. The analysis of language in use through interactions also served as a
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basis for an in-depth examination of established practices that could help to discover
hidden assumptions, a process in which we (the focal teachers and I) engaged in, as
members of the ACCELA Alliance.
The Power of Assumptions
In this study, the participants and I strove to critically interrogate, examine, and
challenge our assumptions about “the other,” not only by focusing on ways others were
constructing us, but by turning the inquiry lens upon our own ways of constructing other
participants because the power of assumptions resides on their commonsense nature,
which serves to perpetuate unequal power relations. Fairclough (1989) talks about
assumptions as part of the ideological commonsense when he says that “assumptions and
expectations are implicit, backgrounded, taken for granted, not things that people are
consciously aware of, rarely explicitly formulated or examined or questioned” (p. 77). In
other words, “texts inevitably make assumptions; what is said in a text is said against
what is unsaid, but taken as a given” (Furlough, 2003, p.40). Assumptions, like
intertextuality, connect one text to other text and could be seen as a claim made by the
speaker, or the writer. Assumptions differ from intertextuality in that they are not
attributed to a specific text, as intertextuality is.
Fairclough (2003) talks about three different kinds of assumptions: existential
(about what exists), propositional (what is, or can be, or will be the case), and value
assumptions (what is good or desirable). Some linguistic features may be used to discern
each kind; tor example, existential assumptions may be marked by definite articles and
demonstratives such as the, this, that, these, those. Propositional, or factual assumptions
are triggered by certain verbs, or factive verbs; for example “I realized (forgot,
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remembered) that managers have to be flexible” assumes that managers have to be
flexible. Value assumptions may be marked by certain verbs; for instance, help, as in the
sentence “A good training program can help develop flexibility,” which assumes that
developing flexibility is desirable. But value assumptions are not necessarily marked. In
the case that no such marks exist, “one can interpret the assumption based on the basis of
one’s knowledge and recognition of the value system that underlies the text ”
(Fairclough, 2003, pp. 56-57).
Some assumptions and the discourses they are linked to may be connected to
ideology. Discourses include shared meanings about the social world that are part of the
common ground assumptions that make possible the coexistence and solidarity in a
discourse community. But, as Fairclough (2003) argues, “the capacity to exercise social
power, domination, and hegemony includes the capacity to shape to some significant
degree the nature and content of this ‘common ground,’ which makes implicitness and
assumptions an important issue with respect to ideology” (p. 55). By analyzing
discourses in this research, ideology became visible.
The present research study also looked closely at moments of cruces or crisis
(Fairclough, 1992) in which the researcher and the participants interrogated others, and
their own practices and discourses, which otherwise would have remained unquestioned
and would have continued to be perceived as natural practices. Fairclough (1992) talks
about “cruces” or “moments of crisis that make visible aspects of practice, which might
normally be naturalized” and therefore difficult to notice, but show “change in process,”
the actual ways in which “people deal with the problematization of practices” (p. 230).
The close analysis of these moments of crisis, in which assumptions and naturalized
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practices are visible through questioning the practices, helps the researcher to analyze the
changes in the participants’ discourses, and social practices, which are co-constructed
through language use in dialogical interactions.
By reflecting about their own practices and by having dialogues about their
reflections, the researcher and the study participants found responses to their own
moments of uncomfortable feelings that made us think “something is not okay here,” or
“something needs to be explored more in this situation” as Yazmin, Meg, and I did
during this study process. One example of this is found in my reaction to Yazmin’s
words in the text she used to define Latino students' during my first interview, which for
her was something natural and for me it meant something that needed to be explored and
talked about in more depth (for a whole analysis of Yazmin’s text, see the section titled
“Yazmin’s Conflicting Discourses” in Chapter 6 of this document).
Chapter Summary
In this chapter I have presented a review of the three literature areas that informed
the methodology and the theory that grounded the present research study. The chapter
began with a presentation of relevant studies done on Latino families in the United States,
followed by a discussion of the principles of multicultural education and critical
pedagogy. Nieto’s (2002) model of multicultural education was discussed in detail since
it was the guiding philosophy for the focal teachers’ family involvement projects.
Freire’s critical pedagogy philosophy was included in this review because critical
pedagogy is an important component of Nieto’s multicultural education model.
The chapter included some of the practices and approaches researched in local
areas, which had to do with Latino population, such as the funds of knowledge approach
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(Moll et al., 1998; Mercado, 2005), and family presentations in the classroom (WislonKeenan, Willett, and Solsken, 1993).
A description of language use in the theory of critical literacy reviewed the
definitions of text as “a piece of language in use,” in the Critical Discourse Analysis
theory (Fairclough, 1992) and as “language that is functional” in the Systemic Functional
Linguistics (Halliday and Hassan, 1985, as cited in Butt et al., 2003), since both were
used in the data analysis. The chapter ended with Fairclough’s definition of existential,
propositional, and value assumptions (Fairclough, 2003), as well as “cruces” (Fairclough
1992), constructs relevant to the data collection and analysis.
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CHAPTER 4
RESEARCH DESIGN AND METHODOLOGY
This is a qualitative research study that used the approach of ethnography. In the
following sections, I describe the study design, the processes I followed for data
organization, the questions I used for analyzing the data, and the rationale for the research
study. I also explain my role in the research as a participant observer in two urban
classrooms where the focus teachers were developing their home-school partnership
projects for the ACCELA course I was teaching to them.
Background of this Study
The origins of this study go back to the time when I was a member of the
ACCELA Alliance, the University-school partnership, which made possible my
interaction with many of the Springfield in-service teachers who were taking off-campus
courses toward their professional development and licensures as Reading Specialists or as
ELL teachers. As a Teacher’s Assistant (TA) at the University of Massachusetts
Amherst and as a Program Assistant during the fall of 2005,1 was directly involved in the
process of assisting the teachers to find more effective ways to support their learners who
were acquiring boih English and academic content knowledge. Knowing that parental
involvement plays such an important part on children’s educational development in
school, I decided to focus my study on how these teachers were trying to build
partnerships with non-mainstream families as their equal partners (Matos, 2005).
I was co-teaching the course Critical Multicultural Children’s Literature and the
Puerto Rican Community to 18 in-service teachers, in which Ms. Rolon and Mrs. O’Hare
(the tocus teachers in this research) were participant graduate students. This ACCELA
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course focused on critical analysis of children’s multicultural literature, the study of the
Puerto Rican community, and the development of home-school partnerships in urban
schools.
I took field notes of all of the class lessons’ and discussions’ most salient issues,
titles of children’s literature read aloud, teachers’ responses to articles, and copies of the
teachers’ final presentations. As I was co-teaching this course, I was also assisting
ACCELA teachers in their classrooms, which was useful for my initial process of data
collection. My visits to some of the teachers’ classrooms when they invited family
members to be presenters in their classes added a lot of reflection to my practice as well
as more data to my journal and to my field notes, audio, and videotapes. I videotaped the
18 teachers’ presentations of their final action plans and made copies of the classroom
books they made with families’ collaboration as part of the data.
During the spring of 2006 I continued the data collection with the same teachers I
was working with as an ACCELA Program Assistant and, at the same time, I continued
to do analysis of the data collected from the fall in order to find the salient cultural
themes, patterns, and issues regarding home-school partnerships in urban schools. I
shared the findings from this preliminary analysis at the National Association for
Bilingual Education (NABE) 2006 national conference during the summer of 2006.
Some of the most salient preliminary findings from the fall 2005 data analysis (Matos,
2006) pointed at the participant in-service teachers’ mixed feelings of success and
struggles, multiple levels of understandings, and preconceptions about Latino and other
non-mainstream families and children. Although the teachers’ engagement in developing
the course assignment regarding home-school connections was a thrilling experience for
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most of them, they were still experiencing some tensions and struggles while trying to
complete their home-school collaborative projects assigned in the course. Those
struggles had to do with various issues, from such mundane yet physical time constraints
as daily hectic school schedules, to more serious concerns about the questionable
relevance of a mandated curriculum, designed to satisfy the demands of a high-stakes
tests system, and the need for non-English speakers to become proficient in English in
only one year in order to do well on the state tests.
Those preliminary findings provided an inquiry base worth investigating, which
set the ethnographic focus for this research project: examining the social and literacy
practices co-constructed by teachers and families’ collaborative projects and the issues,
tensions, and possibilities they brought.
Research Purpose and Questions
In this ethnographic study, I explored the processes of developing homeclassroom connections between teachers and Latino families, guided by the following
general question: How do urban teachers and their students’ diverse, Latino families
develop home-school connections in a third grade ELL class and in a regular
kindergarten class within the specific research contexts? This study also focused on the
implications for in-service teachers’ professional development, that is, the ways in which
professional development at district level might support urban teachers’ practices to
better understand non-mainstream families and to incorporate Latino, ELL students’
families’ contributions into the classroom. Finally, the study focused on the possible
implications for future research about home-school partnerships in urban schools in
which the majority ot the students are from diverse social, cultural, and ethnic groups.
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Evolution of the Study Questions
As an ACCELA Project Assistant I conducted research in two classrooms in the
city of Springfield for two years. I focused on two out of the 18 teachers who were
taking the course with me. I also focused on Amanda's literacy development, given the
fact that she was the teacher’s focal student. According to what is expected in qualitative
studies and knowing that the research questions should be flexible, I began my study with
a list of focus questions which were general, broad, and comprehensive enough to let me
work on the topic, and as well to be able to go through a process of change.
I noticed that my original questions, which focused mostly on the teachers’
practices regarding the family visits in their classrooms, were not open enough to help me
with the examination of other portions of the data collected not mentioned in my original
questions. My data offered some occurrences that were evidence of teachers’ tensions,
struggles, and challenges which I had not anticipated. The data also made me see many
instances of participants’ connections and interactions (e.g., teacher-parent, teacherstudent, teacher-researcher, researcher-parent, and parent-child) that were guiding my
analysis in other directions.
I went through a phase in which the data analysis guided me into new questions in
order to analyze other crucial events that I had gathered. My original questions focused
on the ways the ACCELA teachers would create new spaces for the families’
participation as presenters in the classroom, the influence that family presentations would
have on the classroom social practices, and the kinds of texts the families, students, and
teachers would co-construct. As the reader can see, these questions were all focused on
family presentations in the classrooms. They were a direct product of my own
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assumptions. I thought that, because of their new understandings in the course, a great
number of the 18 ACCELA teachers would immediately engage in the novel practice of
inviting families into the classrooms. 1 did not consider those 18 teachers’ individual
differences, or the specific educational situation in the district. Later on, during the
analysis process, the data helped me to see clearly that my own assumptions were
misguided. I had not anticipated that inviting Latino families into their classrooms could
be a source of tension for some of the teachers.
To have Latino families in the classroom was a thrill for a few teachers, who
engaged in this practice immediately, had Latino families in the classroom as presenters,
and could not wait to come to class to tell us about their new experiences. However, for
other teachers this novel practice was, to some extent, easier said than done, especially
for those who did not have access to a translator for communicating with families who
were non-English speakers and also for some new teachers in the district who were
concerned about dedicating ‘instructional time’ to family presentations, since this was not
a district mandated practice in the era of mandated curriculum, “teaching to the test,” and
“staying on task.” Other teachers who felt the need to “stay on task” all the time
considered family presentations in the classroom an interruption of their schedule, while
a few of them felt that they needed to teach the Latino families how to become a part in
their children's education (field notes, fall 2005). This process led me into a new phase:
gathering dialogical data.
I had conversations with my research participants in which we talked about my
own analysis and they were welcome to explain their point of views about the particular
event we were discussing. This process helped me to focus on the categories brought by
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the data analysis and to narrow my search according to the data analysis. The specific
questions that guided the data analysis are the following:
1. How are the participants’ assumptions and understandings about building homeclassroom partnerships with Latino families reflected in their discourses and their
practices?
2. Given the research context, what kinds of tensions, struggles, and possibilities are
relevant to the process of developing home-school partnerships?
3. How do the social and literacy practices co-constructed by the research participants
have an effect on the process of building home-classroom connections and students’
literacy development?
4. How do the participants’ understandings and assumptions change over time?
5. What are the implications of the research findings for in-service teachers’ professional
development at district level and in college courses?
6. What implications do the research findings have for the field of family involvement
and for future research on building home-school partnerships with Latino families?
Methodology
This research study falls under the qualitative ethnographic approach, which was
appropriate to use in this case for two reasons. First, this research focused on the
political, educational, and school contexts that surrounded the situations occurring in two
classrooms and specifically interrogated what was happening, how, and why. Context is
important because it has an influence on the ways that the study participants construct
their identities and meanings, on which the research findings were based. Second, the
study focused on two urban elementary classrooms with students from non-mainstream
Latino backgrounds.
The methods of data analysis include Critical Discourse Analysis (CDA)
(Fairclough, 1992), the tools of Systemic Functional Linguistics (SFL), based on the
language analysis used by Butt et al. (2003), and microethnographic analysis (Bloome et
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al., 2005) was used for the analysis of one crucial event (Mrs. Quintana’s presentation in
Meg’s classroom) that had a great influence on the study findings and implications
(which will be presented and discussed in detail in Chapter 7). In the following section I
provide a description of the ethnographic method, the research approach I used in my
study.
The Ethnographic Approach
Ethnography is defined by Spradley (1980) as “the work of describing a culture”
and its central aim is “to understand another way of life from a native point of view...
rather than studying people, ethnography means learning from people” (Spradley, 1980,
p.3). Thomas Shwandt (1997) defines ethnography as “the process and product of
describing and interpreting cultural behavior” and explains that, “the fieldwork
undertaken as participant observation is the process by which the ethnographer comes to
know a culture.” He also adds that the process of ethnography is characterized by “a
prolonged time in the field, generation of descriptive data, development of rapport and
empathy with respondents, the use of multiple data sources, and the making of field
notes” (p. 44).
Using the eihnographic approach in this study allowed me, as the researcher to
examine and interrogate the social practices co-constructed by the research participants’
interactions and relationships (in this specific case: the teachers, the students, and the
families in two urban classrooms at the North Community and Daniels Elementary
Schools). Following ethnography traditions that use a critical lens for data analysis, this
research study is based on the assumption that minority, Latino families, are not part of
the privileged groups in the U.S. and, because of that. Latino families are defined under
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deficit assumptions and portrayed as providing limited language learning environments,
with poor patterns of socialization, and as placing little value on education (Auerbach,
1989, Zentella, 2005). This research project intended to challenge mainstream ideology’s
ways of defining Latino families and focused on possibilities for change. Change is
possible and it is at local levels where it can be started, in urban classrooms like those
described in this study, where both Yazmin and Meg, respectively an ELL and a regular
teacher, were trying to build more democratic home-school connections.
Data Collection in the ACCELA Alliance
It is important to highlight the role that the ACCELA Alliance represented in this
study’s data collection. As a member and Program Assistant in the ACCELA Universityschool partnership, I had the opportunity to develop conversations that led to dialogue
with the teachers I was working with, which was helpful for the development of trust and
respect among us. This membership made the process of looking for a social site, for a
group of people, and for a social situation (or problem) easier for me. I could do both my
data collection and my work with teachers at the same time.
Ethnographers use multiple ways of data collection. Although I did not
rigorously follow the framework of a critical ethnography, as described by Carspecken
(1996), I incorporated some of the critical ethnography procedures in my data collection
and in my data analysis because I wanted to use more democratic practices in which the
voices of the participants could be heard. For critical ethnographers, dialogue is a crucial
way of collecting data because they “converse intensively with the subjects through
special techniques if interviewing and the use of discussion groups” in order to,
democratize the research process (Carspecken, 1996, p. 42). In this way the study
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includes not only the interpretations of the researchers, but takes into account
participant’s opinions in the study, as well. In this research we acknowledged the value
of dialogue and the participants had a voice through some informal interviews as well as
through their participation in the final data analysis and the representation of the findings.
Data Collection
The data collected for this study covered a two-year period from the fall of 2005
to the spring of 2007. The methods for data collection included field notes taken
throughout the role of participant observer, journal writing, collection of home artifacts
and school-related documents, video-recordings of the classroom lessons, audio¬
recordings of interviews to parents, teachers, and students, and transcripts of recorded
interviews, videotaped lesson, and family presentations in the classrooms. In the
following sections I describe each one of these methods in detail.
Journal Writing
I kept a journal of my weekly visits to the third grade ELL class and to the
kindergarten classroom. The data collected in my journal included conversations I had
with participants, and my own reflections about the research process. I used to write my
notes immediately after my classroom visits so I had the material fresh in my mind, a
process that helped a lot with the data collection.
Participant Observation
Ethnographers’ purposes are to observe participants’ events and social practices in
order to get a sense of their culture, for describing what is going on, bearing in mind the
dangers ot judgmental attitudes. Ely et al. (1991) describe the process of participant
observation very well when they say that, "qualitative researchers need to remind
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themselves that their job is to describe, not fix, not judge” (p. 52). Observation can never
be objective and observers are not judgment free. This is why Ely et al. (1991) add that
“as qualitative researchers, we must educate and re-educate ourselves to practice detailed
observation without reading in our own answers, our own biases (p. 54).
During my data collection, I took the role of a participant-observer, making as
much effort as possible “to observe fairly and with all the self-awareness and
introspection that the task demands” (Ely et al., 1991, p. 54). Because I am a retired
teacher with many years in the classroom, it was hard for me at the beginning to position
myself in my new role as the researcher (and not as a teacher), but I strove to maintain an
open mind to participants’ own ways of viewing life, although I was aware that my
personal biases could not be left outside of the research site. With these ideas in mind, I
started to collect data through my participant-observer role in Yazmin’s and Meg’s
classrooms.
Videotaping
I videotaped both teachers’ units (“Funds of Knowledge,” “Community
Building,” and “Family Bill of Rights”). I also videotaped the family visits to both
classrooms for presenting their cultures and countries of origin and audio taped
interviews conducted with students, parents, the vice-principal, and the focus teachers.
The process of videotaping the students’ work (after making sure that I collected parentsigned permission slips) was an additional source of data. When my visits to the
classrooms occurred at times when the students were working in small groups, I focused
the camera on one group of students at a time, so I could get to know all of them well and
they could establish a closer relationship with me. At other times the teachers asked me
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to work directly with one student (under the camera) for doing in-depth analysis for their
ACCELA course projects. Sometimes I was videotaping one group while the teachers
were working with the rest of the class and at other times I was videotaping the class as a
whole. By the end of the year, despite the presence of the camera in the room, the
students trusted me in unexpected ways and we all became a close community in both
classrooms. The students treated me as if I was their teacher; they called me to their seats
and asked me to look at their written work and sometimes they talked to me about their
homes and family events.
Most of the time, the data I collected had a double purpose, to help both teachers
to collect their data for their ACCELA projects and to collect data for my research. This
practice helped us with the discussions of our research project. Sometimes we had lunch
together to talk about the data collected, about our ideas, inferences, suppositions, and
ways of establishing our reconstructions of meanings about what was happening in the
classroom. Collaboration among us brought relationships that led to dialogue in a
friendly manner.
Field Notes
I collected field notes of the lessons observed and of the activities done in both
classrooms during my visits. I revised and expanded the notes of observed events,
lessons, and activities, and conversations with teachers, students, parents, and school staff
to till in important details that I recalled afterwards. I kept an eye on recurrent events
(which apparently were similar to what occurred earlier) in my expanded accounts, based
on Spradley’s (1980) advice that, “instead of avoiding repetition, the ethnographer
welcomes it as one of the best clues to the culture” (p. 70).
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I kept my field notes for each teacher in two separate binders. I wrote a heading
with the date, class, and kind of activity observed, followed by my descriptive notes of
what I had observed. I was aware that my multiple identities as a university instructor, an
experienced elementary teacher, researcher, doctoral candidate, and a Latina, married
woman, mother of three children, from a working class background, would have an
influence on my observations and on how I was interpreting what was going on at the site
of the research. This was the reason why I made myself look and look again at my ways
of reporting my observations in my notes. I did not want my insider’s perspective to take
over and see only what a member of the Latino community hoped to see. I wanted to see
“what was there” and to represent it as best as I could with the participants’ own views
that I captured through member checks and interviews later in the process. It was a
difficult task, but not impossible.
Interviews
Another source for this study’s data was the interviews I did with the teachers, the
parents, and the students at different points of the research process and for different
purposes. My interviews with Yazmin and Meg were part of the data collection process
in which we talked about their perceptions about establishing partnerships with the Latino
families and, in this way, welcoming their voices in the process.
Interviews are used by researchers to make sure that they give their participants a
voice in the research process. According to Carspecken (1996) “the ideal qualitative
interview will be semi-structured ... with a protocol that allows for maximum flexibility”
in which the researcher will spend most of the time “responding to things said by her
subjects rather than asking questions” (p. 155). The four items of an interview protocol
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include: 1) two to five topic domains, 2) one lead-off question for each domain, 3) a list
of covert categories for each domain, and 4) a set of possible follow-up questions for
each domain (Carspescken, 1996, p. 157). Lead-off questions are supposed to be
concrete, non-leading, and domain opening.
I tried to use more semi-structured interviews with the study participants for two
reasons: first, I did not want to lead their thoughts and second, interviews with a long list
of questions are time consuming and time was an issue in the hectic schedules of
Springfield schools. Another way of getting responses to my interpretations of some
cultural domains was by making informal interviews. Spradley (1980) defines informal
interviews as the act of asking ethnographic questions, or, “whenever you ask someone a
question during the course of participant observation” (p. 123). I did ask questions
(mostly of the teachers and the students in both classrooms) when I engaged in
conversations with the study participants.
Interview data analysis is useful for finding support for previous analysis of field
notes by checking suppositions and by comparing field notes’ observations to meaning
reconstructions of interviews. In case there is a mismatch the researcher can always go
back and look more carefully at the preliminary analysis for reconstructing meaning and
for paying attention to the narrative structure of the interviewee in order to find the
“interpretative schemes used by the subject” (Carspecken, 1996, p. 162).
Some informal interviews conducted with the parents had a double purpose, for
verification of my interpretations of data collected previously and for collecting data
regarding the families’ funds ot knowledge. In my informal conversations with some
lamily members, I was looking for corroboration of my understandings about their
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collaboration in the classroom with the students and the teachers. This way of collecting
dialogical data was helpful for the data analysis.
Organization of the Data
To organize my data, I numbered all of the videos taken in both classrooms and in
home visits separately, for each one of the teachers, according to date (26 for Yazmin and
33 for Meg). Then I made a brief summary of the tape content. I reviewed the students’
documents and organized papers by dates in two separate binders, one for each teacher. I
also included students’ and parents’ home artifacts in each binder. I watched and listened
to the transcribed home visit videos and audio tapes as I re-read the transcriptions I had
done in my previous analyses for ensuring the accuracy of the transcriptions already
done. I ended this organizational phase by re-reading all the data kept in my field notes
to make summary sheets of the different categories I had found in my preliminary
analysis. I developed a system of multiple binders, each with a different title: Meg’s
Class, Yazmin’s Class, Parents’ Visits to the Classrooms, Teachers’ Visits to their
Students’ Homes, Interview Transcripts, and Video Tapes Transcripts. This procedure
helped me to organize the data, and it did help as well during the data reduction process.
Wavs of Reducing the Data Collected
The analysis of two years of data collection can become exhausting work if the
researcher does not pay attention to the analysis promptly. I started the data analysis by
reading, re-reading, and reflecting on what was going on in each classroom. During the
data reduction process I watched all of the videos again and only made transcriptions
(organized by tape numbers) of those events that both participant teachers and I had seen
as relevant and that were greatly related to our categories and topics. Because the family
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presentations and the teachers’ home visits were critical data, I transcribed the entire
tapes. I revised some transcripts made during the data collection process for accuracy (e.
g., Meg O’Hare’s tape # 17; Yazmin’s tape # 15), thinking about the validity of the
research. Re-reading all the data to make summary sheets of different categories that I
had written at the margins of my field notes in my previous analyses really helped me to
look into those categories under a new light as the project ended.
Coding the Data for the Analysis
The data analysis began with the coding process and the search for patterns, for
which I used Spradley’s (1980) procedures. According to Spradley (1980), analysis is “a
search for patterns” in the researcher’s data in order to describe the “cultural behavior,”
the “cultural artifacts,” and the “cultural knowledge” of the participants’ social situation
(p. 84). I started by looking for the cultural domains based on semantic relationships or
the “categories of meaning” that emerged from the data collected, which Spradley (1980)
identifies as the first step for data analysis (p. 88).
I organized the data according to the main topics investigated in the study: 1)
participants’ understandings and assumptions about teacher-families connections and 2)
developing home-school partnerships with diverse families in two urban elementary
classrooms. The analysis of these topics in this study generated six main categories: a)
interactions, b) tensions, c) struggles, d) literacy practices, e) possibilities, and f) change.
1 he exploration of these topics facilitated the process of getting to know the culture of
both classrooms and the context in which the significant events collected in the data
occurred. The tools used in the study for the in-depth analysis of some specific
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documents and events were Critical Discourse Analysis (CDA), Systemic Functional
Linguistics (SFL), and microethnographic analysis (Bloome et al., 2005).
The analysis of the data includes several methods including the following: 1)
preliminary data analysis through reading and re-reading the whole data for initial
meaning reconstructions, 2) coding field notes for developing reconstructive analysis, 3)
dialogical data generation and analysis through interviews, and 4) conducting language
analysis using the combination of the tools of Critical Discourse Analysis and Systemic
Functional Linguistics.
I used Critical Discourse Analysis (CDA) in combination with Systemic
Functional Linguistics (SFL), based on the approach developed by M. A. K. Halliday
(1994, as discussed in Butt et al, 2003) for the analysis of selected excerpts of interviews,
salient pieces of transcripts of family presentations in the classroom, and other significant
texts produced by the participants (e.g., Amanda’s’ writing pieces, excerpts of interviews
with Yazmin and Meg, excerpts of teachers’ reflection journals, excerpt of an interview
with Max’s mother, etc.). I also reviewed some documents pertaining to the context of
culture, such as segments of the Parental Involvement section of the NCLB law, Parental
Involvement sections of the School Improvement Plans (SIP) of Daniels and North
Community schools, one booklet of the Department of Education Series for parents’
information, and some school notes going home to parents, trying to find confirming
and/or disconfirming evidence of the data analysis and study findings. I chose these
interviews, writing pieces, and documents for analysis because all of them were
prominent pieces, or significant data, important for answering the research questions.
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In addition to the tools mentioned above, I used microethnographic analysis
(Bloome et al., 2005) for one family visit to Meg’s classroom because I understood the
importance this visit had in Meg’s new understandings and learning during the research
process. I found in this kind of line-by-line analysis of a classroom literacy event an
excellent tool for helping the teacher comprehend the ways in which the participants’
language choices (or discourses) during the Quintana family presentation were co¬
constructing their own and others’ identities.
Preliminary Data Analysis
For the preliminary data analysis, I decided to combine Spradley’s (1980) model
of domain analysis and Carspecken’s (1996) model of preliminary reconstruction
analysis. Following Spradley (1980), I did a “general cultural domain analysis” (pp. 102105), trying to verify that I was not overlooking any domain that could be relevant to the
study topic or that was important for my study.
Following Carspecken (1996), I started to do “a preliminary reconstructive
analysis” (pp. 93-120) of my data trying to construct meaning fields of participants’
interactions and for some cultural domains that were relevant to the data analysis. At an
initial data analysis, Carspecken (1996) recommends that the researcher has “to make
speculations with respect to the meaning of interactions recorded in the primary record, to
tease out normative and subjective references, and to articulate normative themes tacitly
referenced in consistent ways on the research site.” This is also the initial stage in which
the researcher starts to analyze concepts like “roles” and “routine modes of interactive
power” (p. 93).
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When I started to do the coding by reading and re-reading through the field notes
I kept in mind that this sort of analysis is tentative and that it could possibly change
during the stage of dialogue with the research participants. I began this phase by trying
to understand the possible meanings in a holistic way5, as Carspecken (1996) suggests.
Then I moved to the process of coding the data for different events and social practices in
which the research participants engaged in interactions with one another, looking for
“recurring patterns and for unusual, revealing events” (Carspecken, 1996, p. 94).
I selected some data and transcript segments for more explicit meaning. Using
these segments, I started to write the “meaning fields” (Carspecken, 1996), or “a range of
possibilities” (p. 96), or possible meanings, for each selected act or event that I
interpreted as revealing. This interpretation of possible meanings helped me to see the
multiple ways in which I was making sense of my observations of Yazmin’s and Meg’s
classroom cultures. In other words, I was interrogating my own impressions of what was
happening, (who did what, to whom, and for what reason) by focusing on more than one
interpretation. While doing this analysis I was also trying to take the position of each
actor, or participants involved, with the idea that this practice would help me to be more
aware of the multiple possibilities for interpreting, or making sense of, the events in each
segment, practice that demands patience and full attention to the details.
The researcher should not be the only one who is in charge of the interpretation of
the data in a qualitative research process. In order to do a qualitative research in a
democratic way I included some of the participants’ voices because I thought of my
codes and especially my meaning fields as tentative and preliminary, and subject to the

5 “Meaning is first understood in holistic and tacit ways during everyday life, and this holds for getting
impressions of meaning from field notes as weir (Carspecken, 1996, p. 95).
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participants’ corroboration. I proceeded then to ask both participant teachers about their
own ideas about my meaning fields, which helped the teachers to participate in the
process. As the teachers were going through the different categories they would either
confirm, or disconfirm my analysis, and as well add other meanings I had not thought of
before.
Dialogical Practices with the Research Participants
During my data analysis, I initiated the dialogical data collection by engaging in
frequent conversations and by doing interviews. Interviews are necessary for confirming
evidence as well as for research validity purposes. As Carspecken (1996) says; “as soon
as interviews and facilitated group discussions are introduced into the research process,
the routine activities you are interested in, may well change” (p. 154). I wanted the
participants to take part in the conversations and the interviews in a supportive, safe
environment in which they could feel free to use their own vocabulary, their own
metaphors, and their own ideas. At the initial stage of dialogue, I kept my conversations
within the participants’ everyday word usage, trying not to use the researcher’s technical
vocabulary that might intimidate the participants.
Doing Qualitative Analysis
Doing a qualitative analysis is a process that involves careful description,
recurrent analysis, and interpretation of the events from the researcher’s and the
participants points of view. Description of the events as closely as possible to how they
were recorded in the data collection process is a very important step that helps the
researcher to see what was happening in the events observed. The analysis is a constant
process, based on a systematic, careful practice of identifying key features in the data,
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like the recurring patterns and the interconnections among those patterns, which are like
the common thread that brings to light the interrelationships among the different
categories. Interpretation of qualitative data, according to Spradley (1980), is systematic
and involves finding the cultural themes of the specific culture under investigation.
Spradley (1980) defines cultural themes as “any principle recurring in a number of
domains, tacit or explicit, and serving as a relationship among subsystems of cultural
meaning” (p. 141). Cultural themes are “elements in the patterns that make up a culture”
and “usually take the form of an assertion” (p. 141). One example of the analysis of
cultural themes is my examination of the ACCELA teachers’ double entry reflection
journals done in Chapter 6.
Scholars in the literature of discourse and critical discourse analysis (Fairclough,
1992; Gee, 1999) provide definitions of discourse and ways of doing discourse analysis
that are helpful for understanding the methodology of this study. James Gee (1999)
distinguishes between discourse with lower case ‘d” and Discourse with a capital “D.”
He defines the former as “language-in-use or stretches of language, like conversations or
stories” and the latter as
those socially accepted associations among ways of using language, of
thinking, valuing, acting, and interacting, in the right places and at the
right times with the right objects; associations that can be used to identify
oneself as a member of a socially meaningful group or social network, (p.
17)
This study’s use of the term discourse aligns with Gee’s definitions of discourse,
especially Discourse with a capital D.
Bloome et al. (2005) use discourse analysis at the message unit level in order to
analyze classroom language and literacy events through a microethnographic perspective.
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This form of analysis was helpful for the data analysis in this research in that it helped me
to do a line-by-line analysis of the conversation in a literacy event of one family visit to
the kindergarten classroom in which the participants’ interactions were evidence of their
social identities and their ways of constructing other members in the class. (For a
complete analysis of this family visit see Appendix C.)
Credibility
According to Carspecken (1996),
a research report consists of a series of validity claims that the data or field
records produced are true to what occurred, claims that the analysis
performed on the data was conducted correctly, and claims that the
conceptual basis of the analytic techniques used is sound, (p. 57)
Some requirements for qualitative research to be valid according to Carspecken (1996)
are: 1) consistency checks on recorded interviews, 2) do repeated interviews to the same
subjects, 3) consistency checks between interviews and observations, 4) use of non¬
leading interview techniques, 5) use peer-debriefing, 6) use member checks, and 7)
encourage subjects to use and explain the terms they employ in naturalistic contexts (pp.
165-166).
A credible research study, according to Ely et al. (1991), is one that “can be
believed by the people who were studied as well as by the readers of one’s report” (p.
95). Qualitative researchers who are working toward credibility must have prolonged
engagement in the field, triangulate, and do member checking and peer debriefing (Ely et
al., 1991, p. 96).
Triangulation of the findings is one of the ways of establishing trustworthiness in
a research process. It consists of the convergence of at least two pieces of data,
particularly when the data were gathered by different methods of data collection (Ely et
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al., 1991). This study worked on the triangulation of the findings through the comparison
of different data sources, documented in ethnographic field notes, interviews, video, and
audio tapes transcripts.
Another method employed for credibility in this study was member checking, in
which we talked about our reflections on the data. I provided the transcription of
interviews to the participant teachers and we read the texts and the analysis I had done in
order for us to make sense of personal interpretations, to clarify excerpts from which we
were not in agreement of meaning reconstructions, and to look for evidence for new
understandings. We found that in this way we were contributing to the validity of the
study, which was very important for us.
Chapter Summary
This chapter described the research design, the methodology, and the process of
data collection. The research was defined as a qualitative study that used the
ethnographic approach. It explored the processes of building home-classroom
relationships and connections with Latino families in an urban school district in Western
Massachusetts.
I discussed ACCELA as part of the study background, since it was within this
University-Schools Alliance that the research study was established. The methods used
in the study for collecting data were journal writing, participant observation, video and
audio taping, taking field notes, and doing interviews.
Two elementary level school teachers, three families, and one student were the
focal participants for two years of data collection in two schools. The chapter presented
the importance of dialogical practices among the research participants and the analytical
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tools of Critical Discourse Analysis, Systemic Functional Linguistics, and
microethnographic analysis. The chapter ended with the discussion of the ways that the
participants ensured the research credibility.
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CHAPTER 5
RESEARCH SITE AND PARTICIPANTS
This chapter describes the research site and the study participants in detail.
Drawing from Carspecken (1996), I am using the concept of site to talk about the place
where the research took place. Carspecken (1996) makes a distinction between the
concepts of site and setting. He defines sites as “regions within society in which routine
activities usually take place,” which usually are “delimited geographically and
temporally” (p. 34). He uses the term setting for “something directly
observable...defined by a tacit understanding shared by actors that makes their
interactions possible” (p. 35). Every time individuals interact with each other they use
certain shared understandings; those understandings set boundaries on their expected
behaviors in a specific social activity. For example, during a joking session, group
members do not expect serious talk (Carspecken, 1996).
The site of this study was geographically located in two different classrooms in
North Community School, but moved to another classroom in the district, as one of the
participant teachers, Meg, transferred during the second year of the research process.
This means that I will be talking about two different schools when I describe the study
site. North Community Elementary School and Daniels Elementary School.
North Community School
North Community Elementary School, in Springfield, is a large, gray, two-story
building situated at the north end of the city that served students of grades pre-K-5.
During the first year of this research, the school welcomed a new principal. Based on a
new boundary policy in the district, approved by the school committee, the majority of
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the students were Latinos from the nearby community during the study time. However,
the vast majority of the teachers were from the white mainstream culture. Table 1, below,
shows the school student population during the second year of the study (2006-2007).
Table 1. Statistics According to Race/Ethnicity for the 2006-2007 Academic School Year
at North Community School
Number of students

Race/Ethnicity

111

African American

Percentage
15%

Asian

4

0.6%

Caucasian

61

8%

Bi-racial

12

2%

Hispanic

535

74%

Biracial

3
Totals

726

0.4%
100%

Out of 726 students, 606, or 90.9%, were low-income,6 183 (24.2%) were LEP, and 162
(22.3%) were Special Education students7 on Individualized Educational Plans (IEP).
Yazmin’s and Meg's classrooms were on the second floor, in different sections
along the hallway of North Community School. These two rooms were part of two large
open-area-rooms, which included four other classrooms, separated by 4-foot dividers.
The noise level was high most of the time, but the participants were used to it. A phone
in every room added to the noise level already existing and caused some interruptions
during the daily lessons.

Low Income: An indication of whether a student meets ANY ONE of the following definitions of low
income: (1) The student is eligible for free or reduced price lunch; or (2) The student receives Transitional
Aid to Families benefits, or (3) The student is eligible for food stamps.
Special Education students are defined as students with disabilities who have an Individual Education
Flan as defined under the Individuals with Disabilities Education Act.
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During the second year of the study, Meg transferred to Daniels Elementary
school, where she had a real classroom with real windows, located at the portable
building. Since she was assigned to an inclusion model Kindergarten class with half of
the students from the Latino community, I continued to do my research with her.
Daniels Elementary School
Daniels Elementary School, located at the east side of the city, was a large, onestory building with a wide green area surrounding the school and a nearby pond where
teachers and students used to go for science lessons during the fall and spring seasons.
During the 2006-2007 school year, when Meg moved to Daniels, the school had a student
enrollment of 650 students, of which the majority were of Latino origin. The percentages
according to race were 20.7% African American, 1.6% Asian, 43.3% Latino, 11.3%
Multiethnic, and 23.1% White.
Study Participants
Two elementary teachers, Mrs. Meg O’Hare and Mrs. Yazmin Rolon, three
families, and one kindergarten ELL student, Amanda (all names are pseudonyms), were
the focal participants in this study. I consider myself to be one of the study participants
in this ethnography too. As a retired elementary teacher, involved in action research on
parental involvement for almost a decade, an ACCELA Program assistant, a doctoral
student, and teacher assistant, I bring my expertise in elementary education, my first-hand
knowledge of Latino families, as well as my theory-oriented inquiry practices to the
dialogical process of this investigation. I understand that both the families and the focal
teachers know about these identities mentioned above, which, according to the
established norms in our society, could be identified as signs of privilege and power. But
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I am also a member of non-mainstream group, a Latina woman from Puerto Rico, from a
working-class family, and a mother of three children; identities that complete my
personality. I was clear that I had to share all of my identities with the study participants
so that we could establish a personal, respectful relationship based on our commonalities,
respecting our differences, and focusing on our strengths. The reader will see through
this dissertation the relationship that I developed with the families, students, and both
focal teachers.
Mrs. Meg O'Hare
Meg is a European American woman in her early fifties who has been teaching
kindergarten for several years in North Community School, after spending some time
home taking care of her own children and then moved to Daniels School. Meg, a very
well organized teacher, with excellent classroom management skills, was very interested
in learning about her students’ cultures and language. As an ACCELA member, she took
two Spanish as a Second Language courses and sometimes she liked to practice her
Spanish with her Kindergarten students. When Meg’s Latino students heard her speaking
Spanish, they smiled at her and seemed to be very pleased.
Meg’s energy and enthusiasm were admirable. She spent the whole school day
working hard and doing multiple tasks (as it is expected from educators, particularly
kindergarten teachers) and at the end of the day she was smiling and full of energy. She
was ready for the unexpected; she knew exactly where everything was in her classroom,
which student needed what, and which parent she needed to make a phone call to. Meg’s
desire to complete her ACCELA course assignments was inspiring. She used to have her
work ready ahead of time and came prepared to class.
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Meg described herself as a daughter of Italian immigrants who did not have the
opportunity to learn her fathers’ first language, but had other privileges. In the following
excerpt of Meg’s journal (for the course Critical Multicultural Children’s Literature and
the Puerto Rican Experience) she reflected about her parents’ first language:
Excerpt # 1 (Journal Entry, September 21, 2005): Even though my father
spoke Italian to his parents, he rarely spoke Italian to us. I feel a little
deprived because I never learned Italian.
During the class discussions Meg also had mentioned that she had not thought
about her parents’ language before taking this class, but that now she had realized that
she missed out on having a second language because of her parents’ ideas about the need
for their children to learn only English in this country in order to be successful in life.
She regretted her parents’ decision very much in her process of gaining new
understandings about the importance of speaking other languages in the present global
world. On the other hand, she considered herself fortunate by the education she was able
to get with her parents’ help. In the next excerpt of her reflection journal she wrote about
some of the privileges that had taken for granted before:
Excerpt # 2 (Journal Entry, September 28, 2005): When I went to
elementary school I took for granted that I would attend a clean, modem,
well equipped school with competent teachers. I took for granted that I
would be provided with bus transportation to and from school even though
I lived less than one mile from my school... I took for granted that I would
be provided with excellent lunches, three recesses a day, and violin
lessons... We always had plenty of the essentials and a lot of the “frills.”
I was well prepared for Junior High school which was a brand new
building the year I entered. It was a state of that facility at the time.
Again I took it for granted that I would take advanced classes in math and
foreign language and choose to be in the orchestra. We had a wonderful
auditorium in which I participated in plays and musical performances.
Two cafeterias, beautiful gym and playing fields, art, shop, and music
classrooms were just a given.
I took it for granted that I could enter the high school of my choice.
At the time we had five to “choose” from. As far as I knew everyone got
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their first choice. It was taken for granted that I would take College Prep
courses and enter college after high school. Even though Classical High
School was a very old building, it was highly thought of and had a Prep
School rating with the colleges. Again we had well qualified teachers,
ample supplies, and a wide range of regular and advanced courses. I did
not give any of these advantages a second thought.
I have come to find out that not everyone in my city had the same
experiences and advantages I had in my Public School education. When I
went on to the college of my choice I was well prepared compared to
many of the students in my classes. Of course I took it for granted that my
college education would be paid for by my parents and that I would have
spending money. My college experience provided me with all the
necessary tools to earn a position as a teacher in my city.
It was with and through reflections like the above that Meg (and Yazmin) started
to challenge their own thinking about the context of culture of this research, in other
words: reflections about own privileges and advantages placed the teachers in a position
that moved them out of their comfort zones as human beings who are part of a
multicultural society and who tended to look at their privileges as their rights. As she
explained in her insightful reflection on her privileges, Meg was fortunate that she could
earn a college education and become a teacher right after she graduated from high school.
When she said that not everyone in her city had the same educational opportunities that
she enjoyed, she was being honest about a fact that is true for our nation: not all the
students are well prepared in U.S. public schools, not everyone gets to finish high school,
let alone a college education. Mrs. Yazmin Rolon, the other participant in this research,
is one example of this situation. After graduating from high school she could not become
a teacher right away. Being a Latino, poor student in the same city in which Meg studied,
she had to struggle with many issues before she could be able to finish a college
education to become a teacher. The following section presents her story.
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Mrs. Yazmin Rolon
Yazmin was a member of this study for two years while she was an ACCELA
student and at the same time an in-service ELL third grade teacher. She was a committed
teacher who worked the extra mile for her students, or “the kids,” as she usually referred
to them. Always placing her students first, she would look at her ACCELA courses’ new
learning and understanding as “tons of great information,” from which she needed to
“pick and choose what would benefit the kids; what would be more productive
academically for them” (field notes, May 1st, 2006). Yazmin is a strong-willed woman
but at the same time flexible and kind with her students, with whom she likes to share
stories of her own life through their conversations in the classroom. She described her
personality as straight forward, but also as a loving mother and teacher and when she
talked about her students she used to say that “no one loves these kids more than me, but
I need to be firm and strict with them because they need some structure” (field notes,
November 16, 2005).
Ethnically, Yazmin describes herself as Hispanic American with roots in Puerto
Rico, but as more American than Puerto Rican because, although she was the daughter of
Puerto Rican parents, she was born and raised in the United States. These were Yazmin’s
own words for defining herself ethnically:
I’m a Hispanic American. My mother and father are both from Puerto
Rico, I was born and raised in the United States, so my parents call me
American, I’m more Americanized than I am Hispanic but, I still keep my
Hispanic traditions, “arroz con gandules,” (rice with pigeon peas) and
everything. I speak more English than I speak Spanish. I read Spanish,
not as good as I should, but I’m able to get along with it. Writing it, I can’t
do it if my life depended on it.
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Yazmin, a first-generation, Puerto Rican American, married woman, in her early
forties, is a mother of an 18-year-old son. Before becoming a teacher, Yazmin worked in
Springfield schools as a paraprofessional for seven years, a job in which she did a variety
of chores, from in-house duty and principal clerk and secretary, to working with special
education students. This job motivated her to finish her degree in education, becoming a
teacher in the same district where she got her grade education. When this research project
started, Yazmin was a new ELL teacher in North Community School with only one year
of prior experience at Maplewood Elementary School, in the same district, as a Math
Resource teacher.
Yazmin lives in Springfield near her mother and her mother-in-law, both Puerto
Ricans, with whom she has a great relationship. Her husband, born and raised in Puerto
Rico, is bilingual as well. Yazmin admitted that he spoke Spanish much better than she
did. Yazmin used both languages, English and Spanish, at home with her 18-year-old
son, but English was her primary language and Spanish, her second language. Although
Yazmin spoke some Spanish, she was unable to write it appropriately; the reason why she
thought she had some trouble in her ACCELA Spanish as a Second Language courses.
Yazmin’s experiences as a Latino, bilingual student in Springfield were somewhat
painful as she said in her second interview. Being a “bilingual” student in Maplewood
Elementary School (pseudonym), which implied a negative connotation, was not a good
experience for her. Yazmin recalled that some of her elementary teachers singled her out
for her occasional use of Spanish with her friends at school. Based on her own
experiences in school, Yazmin thought a lot about her ELL, Latino students’ future. She
said that she asked them to work hard because she wants them to get an education and
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have a good future. In some of our conversations she admitted she was worried about her
students’ future because she knew how important it is to learn English and to learn how
to ‘play the system’ in this country.
Despite having some contradictory feelings about her parents’ home language,
due to her past experiences in school, Yazmin valued Spanish as part of her culture as a
Puerto Rican American. She used some Spanish to communicate with her relatives, but
she knew how important it was to learn English well in order to get a college education,
which she said, was her goal for her son and for her students as well. This goal was her
inspiration to force herself to speak in both languages, English and Spanish, to her own
son at home.
As a child growing up in a single mother family, supported by Welfare, Yazmin
went through many hardships, but her perseverance helped her to finish high school.
Although she was able to go to college, she had to interrupt her studies due to economic
and personal issues, but later on she finished her college degree and became a teacher.
The following is an excerpt about her college education as she wrote it in her reflection
journal for her ACCELA course Education 784:
Reflecting back on my college years I can say the privilege for being a
Hispanic female came in the form of education. Being a minority and a
single parent who wanted to further her career was extremely difficult...
With a scholarship and financial aid I was able to get back into college to
earn my degree and find a reliable babysitter to care for my son while I
was at school. It also helped me to gain more confidence in myself so I
could become a successful individual contributing to my community... I
didn’t have the money to follow my dreams; my desire was my incentive.
I wanted to prove to myself that I am someone of importance and I’m
worth you taking a chance on me. Also I want to be a good role model for
my son. Teach him to value himself for who he is. Teach him to work
hard and long days to achieve his goals and dreams. Nothing is free, yet
there are many opportunities that can help you obtain that college degree.
Tap onto those resources and make something out of yourself. Let’s break
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those negative stereotypes about Hispanics. (Excerpt of Yazmin's Journal
Entry, September 28, 2005)
As Yazmin admits in her journal, she feels that being able to finish her college
degree under a scholarship was one of her Hispanic privileges in the U.S. educational
system. It is curious to see that what would probably have been a disadvantage in other
people’s mind was interpreted as a privilege in Yazmin’s own world. This way of
thinking explains the resilience and the coping strategies of non-mainstream group
members. In her writing,Yazmin is turning her negative situation (poverty, belonging to
a lower status social class, lack of money to finish college, looking for scholarships) into
positive feelings (the fulfillment of her own goals and dreams). Through her words about
overcoming adversity and hardship by “making something out of yourself’ and “breaking
those negative stereotypes about Hispanics,” Yazmin is positioning herself as role model
for her son and for the Latino group in her community, but, at the same time, she is
drawing from mainstream discourses of individuality (“you are responsible for your own
future”) disregarding other sociopolitical issues such as race, ethnicity, social class, and
culture, which affect non-mainstream, marginalized groups’ lives in the U.S.
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Yazmin’s past educational experiences and ethnic background had some
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important repercussions on her teaching practices. Her job, more than just teaching, was
her personal agenda to help her students to succeed in life. She was determined to help
her ELL Latino third graders to rise above any obstacles in order to obtain an education;
she wanted them to shine. This desire made her sometimes remind her students that they
were ‘Hispanics,’ who needed to prove themselves twice if they wanted to be taken
seriously and to be successful in this country.
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Amanda
In one of our informal conversations for data analysis, Meg focused her reflection
on how and why she did the specific work that she did with her focal student, Amanda.
She remembered that what moved her to focus on this girl was precisely that Amanda
was not supposed to be in a regular class like hers, but in Ms. Rey’s ELL kindergarten
class, as she found out in the first parent-teacher conference with Sukel, Amanda’s mom.
The girl was placed in Meg’s class because the ELL class was already full and as well
based on her mom's desire to put her in a regular classroom, so she could “learn English
as soon as possible,” as she told me in an interview (field notes, Fall 2006). Since the girl
was making outstanding progress in her classroom, Meg thought it would be good for
Amanda to stay there and decided later to focus on her as an interesting case-study for her
ACCELA inquiry project. This is how I became interested in Amanda’s literacy
development, which I discuss in Chapter 8.
Yazmin’s Third Grade ELL Students
Yazmin’s class of 2005-2006 was an ELL class of 22 students all from the Latino
population, with 20 students from Puerto Rico, three from the Dominican Republic,
Guatemala, and Colombia. As an ELL class, they were working on a very tight daily
schedule because of their need to acquire English as quick as possible so they could be
able to make more progress on the district assessments. Three students were repeaters
and five of them were receiving special education services. The majority of the students
were working two grades below grade level according to their results on school
assessments (the DIBELS and the DRA tests) which placed 18 out of 23 of the students
on the ‘at risk’ category. The Developmental Reading Assessment (DRA) in English,
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administered at the beginning of the school year, showed scores that ranged from Level A
(with 2 students at this level) through Level 20 (with 15 students at this level); being
Level A the lowest reading level for the elementary grades and level 20 a first grade
level.
In order to meet these students’ needs, they were using the Harcourt third grade
curriculum, with the parallel use of two intervention reading programs: Bright Surprise
and Read Well, their core instruction. In addition, four students who were recent arrivals
from Puerto Rico were working on a computer program, named Lexia, to build up on
their English phonics, fluency, and letter/sound identification skills. The students who
were more advanced in their English literacy, in other words those who were doing
academic work at the level of phases 2 and 3 (according to the school district
identification of ELL students’ English proficiency), helped out the newly arrived
students who were in phase 1; being phase 1 the lowest phase for ELL students’ English
proficiency. In their classroom, the students and the teachers were working as a
community and everyone helped each other when they were working in small groups and
mixing students academic abilities for different levels of learning.
Meg’s Kindergarten Students
Meg's 2005-2006 regular kindergarten class was a lively, active group of friends,
always ready for more stories and for recess time at the school playground. They loved
to look at their own family’s photo pasted in the classroom quilt that Meg made at the
beginning of the year with their parents’ pictures. Some kids used to look at the quilt and
say hi to their parents’ photographs when they went by. Amanda and Max were the focal
students of this class.
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In her 2005-2006 regular kindergarten class, Meg had 24 students of whom two
were White, five were African American, and the rest were from Latino origin. Meg
described this group of students as one of her best classes ever. They were eager to learn
how to read and write almost in the same way they were eager to play and have fun.
The Quintana Family
Although most of the students’ families participated actively in the study, three
families are discussed in detail because of their relevance to the dialogical data analysis.
All of these three families are from the Latino community and all of them were striving to
have an influence in their children’s education. The families, although presented
separately in the following sections, had some connections as Latino community
members.
Mrs. Quintana, better known by the students in Meg’s kindergarten class as
‘Max’s mom’ was a mother of two boys, a fourteen- and a five-year-old, for whom she
strove to teach at home their Puerto Rican culture through her own family stories, Puerto
Rican history books, and as well through her “ethnic paintings,” as she used to refer to
her art work. The special relationship with Mrs. Quintana started out of a
misunderstanding which we solved through dialogue, with the researcher as the mediator
between the mother and the teacher, as will be explained in the following paragraphs.
Max was a cheerful boy, eager to learn, quick to provide intelligent responses to
the teacher’s questions, and very friendly. Although he had made many friends from
both genders in the classroom, he preferred to be with the boys, who, most of the time,
followed his lead. He enjoyed almost all of the activities done in class, but most of the
time, he ended up sitting by himself at a corner table in order to get his piece finished
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during the writing period. "Max has some difficulties with his fine motor skills." Meg
told me when I asked her why she wanted him to sit by himself during the writing period.
In the spring of 2006, when Max came back from a family vacation in Florida, he
told Meg that he had been practicing his ‘writing-on-the-line’ skills with his mom during
the whole week. Meg and I were impressed and thought about the possibility of doing a
home-visit to talk with Max’s mom about her strategies for helping Max. In a
conversation over the phone, Mrs. Quintana did not agree to our proposed home-visit
saying she was very busy taking her boys to baseball games and doing her home chores.
As the conversation went on, I learned that Mrs. Quintana was a painter and at that point
I thought of inviting her to come into the classroom to share her paintings to the class.
After some hesitancy, she said that, “It seems that there is no room for parents in North
Community School.” Her reason was a concern she had with what she had interpreted as
“Meg’s unwillingness to invite her into the classroom” to spend some time with her son
Max, “to see him working or to help him with something,” as she said.
Through the subsequent conversation I identified myself as a Latina retired
teacher who was assisting Meg with her parental involvement plan as part of a universityschool partnership, a topic that produced a change in Mrs. Quintana’s tone of voice, as
she started to talk to me in Spanish. I explained to her that, as part of our family
involvement project, Meg and I would love to have her in the room for a 15-minute
presentation of her paintings. Although she appreciated my invitation, she said that her
classroom visit depended on an official invitation from the teacher, which she had been
waiting for.
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My conversation with Meg after this phone call, her awareness of the situation,
and my separate dialogues with both Meg and Mrs. Quintana, produced the invitation she
was waiting for and much more. Mrs. Quintana came in to show her paintings to the
class, which was a great family presentation, which I will discuss in detail in the
following chapter.
The Andino Family
Sukel Andino (Amanda’s mom) was a North Community School lunch mother.
The students in Meg’s class knew Sukel and treated her as a friend from having lunch
time with her everyday. Amanda loved lunch time because she enjoyed being with her
mom for half an hour every day. It was at this time, when Meg took her class to lunch,
that they had some brief conversations about Amanda’s progress and other things. It was
at this time when I went to ask Sukel her permission to do a home visit with Meg. I was
surprised when she said she would agree to a home visit only if it was me and not Meg
because, as she said, “Mrs. O’Hare will get bored of our conversation’ she doesn’t know
Spanish” (field notes, February 2006). Later on I told Sukel that Meg wanted to visit in
order to practice her Spanish with her, Sukel’s attitude changed and she agreed that Meg
and I might pay her a home visit.
Meg found this revealing home visit was like “the opening of many doors for our
research” (field notes, April 2006). We both gained first-hand knowledge of this Latino
(Puerto Rican) household’s funds of knowledge and learned invaluable things that still
stay with us (as the reader will see in the next chapter).
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The Laiara Family
Mrs. Lajara, Felipe’s step-mother, a paraprofessional in the pre- K level at North
Community School, did a presentation about the Dominican Republic, her country and
culture, in Yazmin’s ELL third grade class in March 2007. She brought in many of her
family photos and told her family stories to the class, which helped the students to learn
about other country in a family-like atmosphere. The students listened to her
motivational talk as she tried to convince them to stay in school when she said, “You
have to stay in school because education is never enough,” and insisted, “You have to
always do your homework” (field notes, March 2007).
Felipe was working on an Individualized Educational Plan (IEP) that kept him in
another classroom for three hours a day every day. He also did some school work at
home with Mrs. Lajara, his dedicated step-mother, who helped him to write a family
book using color copies of the family photos she used in her classroom presentation,
some Dominican Republic maps, information they got from the Internet, magazine
pictures, and typed text, which he shared with the whole class with the teacher’s help.
Chapter Summary
In this chapter I presented the study site and the participants, whom I have
described as people who were interacting and making an effort to come to shared
understandings about the meanings of the process of building relationships. I discussed
some important features of two urban schools: North Community and Daniels
Elementary schools, in which the study took place. Through my descriptions of myself
as the researcher and of the teachers, families, and students who were participants in the
study for two years, I tried as much as possible to put into words our ways of interacting
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through our own identities. As the reader keeps going through the next chapters, more
interesting details about the study’s site and the people will become visible.
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CHAPTER 6
EXAMINING PARTICIPANTS’ NEW UNDERSTANDINGS AND ASSUMPTIONS
This chapter presents the analysis of data related to the participants’ new
understandings and assumptions through the examination of teachers’ reflection journals,
my field notes on class discussions, teachers’ home-visits and classroom lessons,
transcriptions of video tapes about family visits as presenters/participants, transcriptions
of interviews with teachers and parents, and informal ethnographic interviews with some
students after some lessons. (For a complete data corpus see Appendix B.)
I analyzed assumptions and understandings together in this chapter, given the
interconnections I found in the participants’ ways of interacting and co-constructing the
teacher-family collaborative projects. I present some critical events and some excerpts of
teachers’ reflection journals and interview transcripts as explanatory resources for the
analysis of the themes and categories. Some of the excerpts I selected were based either
on their relevance to the data analysis according to the participant teachers’ views of
those events, or because they were the participant’s own “aha moments” and, as such,
were significant to answer the research questions.
The three categories generated under the themes assumptions and new
understandings were: a) tensions, b) struggles, and c) possibilities, which I will discuss as
part of the analysis of the data that were relevant to the first two research questions:
1. How are the participants’ assumptions and understandings about building homeclassroom partnerships reflected in their discourses and their practices?
2. Given the research context, what kinds of tensions, struggles, and possibilities are
relevant to the process of building home-school partnerships?
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The ACCELA Graduate Course
The history of both themes, developing new understandings and uncovering
assumptions, goes back to the 2005 fall semester when I was co-teaching the ACCELA
course Critical Multicultural Children’s Literature and the Puerto Rican Community to
cohorts one and three together (18 in-service teachers) with a university professor and
another teacher assistant. The course was an off-campus class that met once a week for
one semester in North Community Elementary School, in which Yazmin and Meg
belonged. One of the goals of this course was to work collaboratively with the 18 inservice teachers to build home-school partnerships contributing to students’ learning in
more democratic, multicultural environments (Wilson-Keenan, Willett, and Solsken,
1993, 2001; Compton-Lilly, 2004; Nieto, 2000, 2004). As one of two TAs in the course,
I gradually shared with the class my own action research findings about nontraditional
ways of incorporating Latino families’ funds of knowledge in the curriculum throughout
the first half of the semester.
As this research was initiated, all of us - teachers, parents, students, ACCELA
professors and TAs, and the researcher (myself) - came to this research with different
assumptions about one another, about schools, and about home classroom connections,
which sometimes were conflicting and challenging, as the reader will see in future
sections in this chapter. This is why assumptions were a constant theme in this study.
Most of the time it was easier for the participants to focus on the uncomfortable feelings
brought to us by others’ assumptions about us than to critically examine our own ways of
defining other people and their situations.
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The dialogue that was created among the participants started precisely by
examining other participant's assumptions, an inquiry process that increasingly evolved
into the interrogation of one's own assumptions, as a way of understanding where we
were coming from in terms of our own thinking. Gradually and through dialogical
practices we were able to refocus the inquiry lens from the others to ourselves, from
‘you’ to ‘I.’ Linda, one of the 18 teachers in our course, understood this idea well when
she wrote the following reflection in her journal on November 2, 2005:
many teachers are afraid to admit their own assumptions. The biggest
challenge for many is to reflect and think critically about what we do (and
most of all admit we made mistakes). The biggest mistake would be to
not learn from our mistakes.
Although it could be challenging, as Linda wrote in her journal, many of the
participants engaged in self-interrogating practices at their own pace, something that was
possible through class discussions and conversations, dialogues, and reflections that led
us to new understandings.
Teachers' engagement in the course's critical analysis of Puerto Rican children’s
literature, views and discussions of videotapes of real Puerto Rican families’ own stories,
written responses to research articles about multicultural education, the development of
family connected projects in the classrooms, and class conversations and discussions
regarding family involvement, brought new ideas that were vital for the participants’ new
understandings. As an example, when the teachers watched the videotape about the
experiences of Latino families who came from Puerto Rico to Amherst, Massachusetts,
the teachers talked about the Puerto Rican families’ strengths, ways of looking at life, and
ways they are perceived by White people in nearby cities. While the teachers were
watching the videotape, two of them made comments about their own interpretations of
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those Puerto Rican families’ positive qualities (They are very united families; They make
constant references to God..Later on, during the class discussion, the professor
clarified that the interpretation about God does not represent a religious belief all the
time, sometimes it is a sign of respect, like when they say, “God bless you.”
When Linda mentioned that the two Puerto Rican families in the video both
talked about moving forward she seemed to be surprised, as she said: “So they do think
about that!” to what the Professor answered: “They are here because they think about
that.” The professor explained that Puerto Ricans talk about their migration through the
song played in the videotape, titled “In my old San Juan,” which is a very important song
for Puerto Ricans and an important part of their culture that tells a lot about the reasons
for the Puerto Rican migration, which are not known by many people in the U.S. After
that, Mary brought up the comment made by one of the two Puerto Rican fathers in the
videotape, regarding his own interpretation of the ways White people looked at him as a
member of the Hispanic group, when he had a problem with the car on the streets.
(Comments expressed by the father in the video: “We are people too. Blood runs through
our veins too. But if we have a problem on the road. White people look at us as if we
came from another planet. We are all Americans.”) Mary said she thought this is true and
Johanna added the following comment: “My friend from Cuba told me that she'd rather
had her car break in Holyoke than in Hadley.”
During the subsequent few minutes of the class, the conversation was about the
Latino families who have more than one nickname for the same child, which the
professor said is a common practice in the Puerto Rican culture. Afterwards, Meg went
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back to the topic of Puerto Rican families in the video and brought up the topic of family
visits. (The following is an excerpt of what followed in the class discussion).
Meg: They seemed very comfortable with the visitors. Probably a home
visit helps them more than inviting them to school.
Rosario: The principal from Chestnut school would do home visits. Then
other families who heard about it (the principal’s home visits) asked,
“When is he coming to our house?” The visits continued and he could
establish a good relationship with the families.
Kristen: He broke the barrier with these families! He was not focused on
MCAS tests results so he was relaxed. When he visited families he told us
(the teachers in the school) that he said to the families, “I know I don’t
speak Spanish, but I’m here to learn some.” Thank you for letting me in.
Rosario: And the families responded: “We know you don't speak Spanish
and we know that if you spoke Spanish you wouldn't be here.” This
speaks to us. (Field Notes, Class # 8, November 2, 2005)
I included the above conversation to help the reader see some of the participants’
understandings and as well some of their existential, propositional, and value
assumptions that were examined. Linda expressed her understanding that Latino families
do think about moving forward when they migrate to the U.S. Her new understanding is
presented as opposed to a background assumption (Latino families do not think about
moving forward in life), which she has probably heard at her school, or somewhere else.
Some existential assumptions (about what exists) are: There are such things as
Puerto Rican migration to the U.S. (in Linda’s turn); home-school barriers (Kristen’s
turn); MCAS tests results (Kristen’s turn); invitations for parents to come into the school
(Meg’s turn); home visits (Meg’s turn); and principal’s home visits (Rosario and Kristen
turns).
Propositional (tactual) assumptions (about what is or can be or will be the case)
are: moving forward as the reason of Puerto Ricans migration to the U.S. (the professor’s
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answer to Linda); focusing on MCAS tests results takes away relaxation; principals who
do not focus on MCAS tests results have time to visit families (Kristen’s turn); principals
who are Spanish speakers do not visit Latino homes (Rosario’s last turn); continued home
visits break home-school barriers (Kristen’s turn); home visits work better for Latino
parents, Puerto Rican parents may feel uncomfortable if invited in the classroom (Meg’s
turn); English-speaking principals are the only ones who visit Latino families and
Spanish-speaking people do not (Rosario and Kristen’s turns). Some value assumptions
(about what is good or desirable) are the following: home visits are desirable (Meg’s
turn); principals home-visits are a desirable practice - because they break the homeschool barrier.
The important thing about focusing on three different types of assumptions is that
this analysis provides a view of the participants’ inner worlds and their ways of
constructing their realities, based on their texts, or in Fairclough’s own words, “what is
said in a text is said against a background of what is unsaid, but taken as a given
(Fairclough, 2003, p. 40). In this way, the context surrounding the text is more visible,
which is relevant to understanding the participants’ social worlds.
Teachers’ Ideas Regarding Latino Parents
I examined my field notes and each one of the teachers’ reflection journals
looking for instances in which the teachers’ written texts were indicative of their
understandings and/or assumptions regarding the class readings and discussions, and their
ways of describing their plans and practices for involving families in their classrooms, as
was expected in the course. My analysis at that time focused on written more than oral
texts (e.g., teachers’ reflection journals).
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As I started to look closely at the teachers’ journals I found that some teachers
were thrilled about learning new ways for involving families in the classroom (students
as ethnographers of family literacy practices, inviting families in as presenters, making
family memories big books, making recipe books, including family photos in the
classroom quilt, inviting families in as read-aloud resources, etc.) and wanted to engage
in at least one of them with their students’ families immediately. Other teachers were
expressing some doubts about trying new practices and decided to wait for a while until
they found the appropriate way. A few of them, like Mary, who did not speak Spanish
felt overwhelmed by not being able to understand their Latino families and were asking
for help, since many of the families did not speak English at all.
Mary was one of the 18 class participants in our ACCELA course. As a
mainstream teacher with a high number of ELL students in her class, she was really
struggling with the course expectations for involving Latino families in her classroom.
(as a project for our ACCELA course, Critical Multicultural Children’s Literature and the
Puerto Rican Community). The following is Mary’s reflection journal response to two
articles by Wilson-Keenan, Solsken, and Willett’s (1993, 2001):
It was nice to read about the family visits in Jo-Anne’s room that year. I
am having a hard time getting started. I have not had a very good
response from the parents this far this year.
What is the conflict? Is it that I don’t understand their culture? I
don’t understand why they, the families, don’t want to be part of their
child's education. Okay, they probably do but don’t know how. So I have
to teach them.
I send notes home every week trying to make sure the families
know what is going on. I can not be in every home pulling the paper out
of the child’s backpack and reading it for them. And no, it is not in
Spanish. I do not speak Spanish and I send home too many papers to have
someone translate each one. How do you help families that don’t want to
be helped? There are families that only want to hear from me when they
need something from me. A form filled out so their child can stay on
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medication and they can receive public assistance. HELP! (Double Entry
Journal # 2, fall 2005)
Mary’s journal reflection regarding her conflict with Latino parents is a good
example of my initial analyses of teachers’ written texts before I focused on my two focal
teachers, Yazmin and Meg. Mary was frustrated when the Latino parents did not respond
to her as she expected, after she sent home an English letter inviting them to join in her
class book project. Part of Mary’s conflict was not knowing how to approach Latino
families, but her own assumptions (parents know how to read English letters, if they do
not show up is because they do not know how to become involved, they need to be
taught) were interfering with her new understandings about the ways of working with
family involvement that were presented and discussed in the class.
When I read Mary’s journal entries related to family involvement, I interpreted
her description of Latino parents (I have to teach them, don’t know how to, don’t want to
be a part in their child’s education) as drawing from discourses that evoked deficit
models of minority families, which portray Latino families with poor social skills and as
not caring about education.
Since the focus of my research was on the ways in which assumptions affected the
family involvement process in the classrooms, I used the Systemic Functional Linguistics
approach (hereafter, SFL), for the critical discourse analysis of Mary’s texts. The context
of culture included the graduate course that she was taking and the parental involvement
practices she was attempting to implement in her classroom. The context of situation is
Mary’s written text, which belongs in the genre of journal reflection to be completed as
part of a graduate course required assignments. As a double entry reflection journal, it

127

was supposed to be written before the class (while doing the assigned readings) and after
the class discussions.
An analysis of the context of situation (field, tenor, and mode) of Mary’s written
text showed that she was projecting her inner world as a ‘conflict’ through her use of
some mental processes (understand, want, know) at the experiential level; combined with
some clauses in the interrogative mood, at the interpersonal level, that fit her
conversational-like text mode. The tenor, or interpersonal relationship, combined some
interrogative clauses with the declarative mood in the other clauses, for asking for help.
The overall feeling of her text is a cry for help that ended with the imperative mood using
the capital letters (HELP!) as a sign of her need of emergent attention to her conflict.
The material processes she used (have to teach, send, and receive) encode the
experiences as a teacher with the Latino families in the real world. These processes
placed Mary as the actor and the parents as the goals or as the recipients or beneficiaries
of her actions, rendering her as the agent, in an unequal relation of power. Perceiving
herself as the teacher who had to ‘teach’ Latino families how to be a part of their child's
education, (because they “don’t know how”) positions the teacher in a more
knowledgeable and powerful role. At the same time, one of the questions she made about
herself at the beginning of her journal entry (“is it that I don’t understand their culture?”)
positioned her in need of help from the professor’s knowledge (the professor was Puerto
Rican), although her modality is expressing uncertainty, since she constructed this idea as
a question to be answered by the professor. She viewed the professor’s role above the
teacher, as a professional with a higher status and more knowledge than in-service
teachers. In the same way, her role as the teacher is above the parents’ knowledge. This

128

way of interpreting different roles is accepting societal hierarchy regarding who
possesses more knowledge according to social status.
Although most of Mary’s claims about the parents (“don’t know how to be a part
of their child’s education, don’t want to be helped”) are negatively appraised in the text,
she expressed uncertainty about the parents not wanting to be part of their child’s
education, when she used a mood adjunct of probability (“they probably do”) at the
interpersonal level, indicating that she is in a situation of confusion. Mary also expressed
her desire to help the parents, even though they “do not want to be helped,” assuming that
the parents do not care. Mary’s description of some parents as only coming to see her
when they need a form filled out by her so their child can continue on a medication or
they can receive public assistance, positions the parents as opportunistic and herself as a
public server who lends a hand to the people she is supposed to help.
The context of culture in which Mary’s text and her ways of ‘reading families’ are
located in an urban district school, where almost 80 percent of the students were from
Latino origin and came from poor, working class families. In this context Mary belongs
to the middle class, is a member of the mainstream culture, and is a professional,
educated person. This analysis shows that Mary was drawing from her middle class and
mainstream culture discourses and perspectives to define Latino families.
Mary did get help with her family involvement projects from other colleagues
taking this course with her and from the professor and me. We provided her with
resources and advice that seemed to help. At the end of the course, she seemed to be
happy with her family project, a book that she did with one family from the Dominican
Republic and presented to the class with pride. Now let us go back to the research focal
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teachers, Meg and Yazmin, and to their ways of looking at their students’ families during
this ACCELA course in which Mary was also a participant graduate student.
The process of examining teachers’ assumptions focused my analysis on Yazmin
and Meg, as they became the focal teachers in the study. I heard Yazmin express the
following ideas about her Latino students’ parents in class: “Some of them do not show
up. Some of them do not care.” It seemed to me that Yazmin categorized parents as
caring or not caring depending on their ability to show up in her classroom. Meg did not
voice opinions about the parents in class discussions, but she wrote the following
reflection in her journal: “Sometimes we (teachers) think that parents don’t read much.”
These texts made me think that they were drawing from the mainstream culture’s
discourses that evoked models of deficit, and/or from their middle class discourses. (I
will present more in-depth analysis of Meg’s and Yazmin’s ways of talking about Latino
parents in the next chapter.)
Teachers’ Journal Reflections
In the beginning of this section I will present a general idea of some of the topics
and readings discussed in the ACCELA course illustrated by some of the teachers’
reflections in their journals, during the Fall 2005 semester. They are an overview of what
was occurring at the initial time of the study. More detailed and in-depth analysis on
teachers’ reflections will emerge later on, as the discussion of the data analysis keeps
unfolding in the following sections.
1 hrough the course discussions related to issues on multicultural education in the
book chapters and research article readings, the course participants engaged in
conversations, which sometimes were unsettling, a process that slowly moved them into
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critically thinking about others (and about themselves) by interrogating their teaching
practices, beliefs, and assumptions. This process led the participants into gaining new
understandings regarding the issues and ideas discussed in class (e.g., using multicultural
children’s literature to support their non-mainstream, diverse, students' education in
urban schools, involving diverse families into the school curriculum, doing multicultural
education for everyone, doing critical multicultural analysis of children’s literature, etc.).
My review and analysis of field notes about course discussions and teachers’
reflection journals found numerous instances of participants’ opinions and reflections that
were evidence of their new understandings in the course. I have selected some excerpts
that, according to my judgment, illustrated the teachers’ new understandings in a variety
of ways and included as many samples of the 18 teachers taking the course as possible.
Puerto Rican children’s books that were usually read aloud at the beginning of
each class helped teachers to learn about the existence of Puerto Rican literature they
could use to connect their teaching to their Latino students’ backgrounds and cultures in
their classrooms. (All of the teachers received a copy of a bibliography of Puerto Rican
children’s literature.)
When we discussed in class some articles about the Puerto Rican community
(Nieto, 2000; Colon, 1993), many teachers said this was the first time they heard about
the history of this U.S. territory, about which they did not know much before taking this
course, evidenced in Jane’s journal reflection: “Very interesting history on Puerto Rico- I
have to admit I never knew much about it” (field notes, Fall 2005). Now let us look at
Johanna’s journal.

131

Johanna was a young, former Springfield teacher, who had recently moved to a
school in a nearby city. The following is Johanna’s double entry journal reflection, based
on Jesus Colon’s article, “Bitter sugar: Why Puerto Ricans leave home” (Colon, 1993)
and Nieto’s “Puerto Rican students in U.S. schools: A brief history” (2000):
Journal left column: Before Class Notes:
History of Puerto Rican students: Since 1898 all Puerto Ricans can be
considered to have been born in the USA because they have been subject
to U.S. policies. Puerto Ricans changed from one colonial power to
another. Puerto Rican history is U.S. history. Seventy percent of Puerto
Rican industries are owned by U.S. corporations. Practices such as
placing students in special class!
Journal right column: After Class Reflection and Response:
In 1972 one third of Puerto Rican students in Springfield junior high
school did not attend high school! This is terrifying, but not as surprising
to me. When teaching in a Springfield Middle school in 2002,1 worked
with Puerto Rican students, many of whom were highly disillusioned with
the system. One group that I felt particularly drawn to had been taught for
years by the least experienced teachers in the building. They had been
taught by a variety of transitional teachers who came and went throughout
the school year. One group, for whom I was a substitute teacher for the
last two weeks of school, informed me that they had been taught by
several substitutes alternating throughout the year. They were shocked to
discover that I really looked at their work and gave them feedback about
it... Many students are not provided with quality education, period.
Puerto Rican students, often in crowded, understaffed, urban settings,
suffer from this Institutional Racism. (Johanna’s double entry journal,
fall, 2005)
Johanna’s new understandings, based on her prior knowledge and her familiarity
with Latino students’ education in urban settings are an evidence of her interpretations of
the institutional racism the professor presented in the course mini-lectures on
multicultural education. Her claims (“Many students are not provided with quality
education, period. Puerto Rican students, often in crowded, understaffed, urban settings,
suffer from this Institutional Racism.”) are substantiated by her preceding list of
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anomalies she observed in a middle school. The students were the participants with no
agency, and were acted upon by the school system, as expressed through passive voice
processes (are not provided, had been taught). Her initial appraisal of the situation as
‘terrifying’ with all those negative circumstances described afterwards, helped her make
the case for the existence of the institutional racism she is claiming at the end of her text.
The overall feeling of her text is one of students’ hopelessness and suffering; her stance is
of criticism to the educational system that she mentioned at the beginning. Now let us
hear what Helen’s journal tells us about the NCLB Law.
Helen was another teacher whose journal entry captured my attention because it
focused on the NCLB Law, something that was present in some of the teachers’
contributions in class discussions and that is also part of the research study context of
culture. Helen represents herself as a teacher who does not believe in MCAS high-stakes
tests and constructs the NCLB accountability system as a way to narrow possibilities for
non-mainstream students. This is what she wrote:
As I said before... the high stakes testing No Child Left Behind seem like
more ways to limit the opportunities for minorities (under the guise of
expecting all students to be proficient). I feel it’s another way to narrow
the possibilities for many students. (Helen’s journal entry, November 12,
2005)
After the teachers read articles that focused upon family involvement (Compton
Lilly, 2004; Wilson-Keenan, Willett and Solsken, 1993, 2001), multicultural education
(Nieto, 2004; Howard, 1993), and Puerto Rican children’s literature (Byron, 1983; Nieto,
1983, 1997), some of them started to look for Puerto Rican books in the city library, or
borrowed books from us to read aloud to their students. Cathy gave the list of Puerto
Rican books she got from us to the school librarian so she could order those books for the
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whole school. The following excerpt, from Cathy’s journal, is a great example of the
influence the class had on her teaching practices and new understandings:
I have made a concerted effort to put specific books representing the
various cultures in my classroom into my lesson plans. Since we are
studying the genre of folktale, 1 will be reading two Puerto Rican folktales
as well as a Chinese and African tale. Hopefully, by the end of the week,
all the children will experience a text-to-self connection with the stories
they hear. Before beginning the song of el coqui, today I drew a graphic
representation of the three groups of people who contributed to the
cultural make-up of Puerto Rico. Although they only made it through the
first story about Huracan and the coqui (They had so many questions
about the location of Puerto Rico, Spain, Africa) the students were very
engaged throughout the reading as they tried to guess which of the three
groups the first story represented. The biggest surprise came as we were
making the transition to our math lesson. Several students formed a line
and waited to tell me their connection to the story...which relatives were
still in Puerto Rico, whether or not they had been there, who in their
family was directly related to someone in P. R. I was astonished at the
intentional way in which they sought out to share their knowledge with
me. (Cathy’s Reflection Journal, October 26, 2005)
In the entry above, Cathy described her new understandings, evidenced in her
practices for making multicultural education work in her classroom, as ‘a concerted
effort.' It certainly was an effort for Cathy given she had to look for multicultural
resources, and make some spaces in the daily schedule to combine and interweave the
resources she managed to find with the mandated curriculum in order to enhance the
students’ experiences through connected teaching practices and meaningful learning for
her diverse students. However, she was determined to enrich the mandated curriculum,
which meant a constant effort and a rigorous search for resources.
Cathy’s way of representing her students through the processes in the verbal
groups (experience, made, formed a line, asked questions, tried to guess, wanted to tell,
share) constructed students as actors, as doers. The circumstances (very engaged,
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intentional way) talked about students in a positive way and portrayed them as active
learners.
Yazmin’s journal reflection about Wilson-Keenan, Willett, and Solsken’s articles,
(1993, 2001) read as follows:
(Left Side Column) Before class: notes and reflections
As educators, we must learn about our students and understand
where they are coming from. Example: Puerto Rican students are taught
not to look at the teachers’ face when being reprimanded. American
teachers look at it as if the students are being disrespectful. We as
teachers should make our students feel comfortable in their new
surroundings and communities.
I loved how Jo-Anne Wilson-Keenan involved her parents into the
language arts curriculum even though she had some doubts about some
topics being discussed. The parents themselves were feeling insecure
about being speakers, but in the end everything worked out. When the
children saw first hand that the parents were learning themselves and/or
knew about the topic being discussed they were involved in the activities.
I will end with this quote: “It is hard for a village to raise a child well
unless each member in the community is an equal among equals.
(Yazmin’s reflection journal, October 19, 2005)
Yazmin’s initial clause has a value assumption: It is desirable for educators to
understand their students’ cultures and backgrounds. The subject (we) used to initiate
and to close the first paragraph, includes her as a member of the group she defines first as
educators and then as teachers. Modality in the first paragraph is stated through the
modal finites (‘must’ learn, ‘should’ make), which express obligation and help her say
what good teachers are expected to do. In the first paragraph she represents herself as a
professional who knows what she should do for her students as an educator.
Yazmin’s understanding about the ways Puerto Rican students behave when
reprimanded could be interpreted as drawing from discourses related to her own identity
as a Puerto Rican culture member (or insider), or to her identity as a Springfield teacher

with knowledge about her students by teaching them for one and a half years. Her
comments about the article express appreciation of Jo-Anne’s practices with families in
the classroom, (by using the mental process ‘loved’), but do not tell if she would try the
practice of inviting families in her classroom later on.
Later in the school year, in an interview, I asked Yazmin about her plans for
involving families in the classroom based on her new understanding from the course.
Yazmin said the following about her new learning and understandings in the course: “I
got tons of great information, I need to pick and choose what would benefit the kids;
what would be more productive academically for them” (Field notes, May 1, 2006).
Although I interpreted Yazmin’s response as tolerable for a new teacher, I
perceived a mixture of uncertainty and resistance in her words. She did not tell me
exactly which activity she would try during the upcoming school year to involve families
in the classroom and left me wondering what her next step would be, but knowing her for
some time helped me to give her more time to think about it. I was not sure if she
expected me to give her some time until she could give me more information, given her
position as the teacher in charge of her classroom, or if it was a way to refuse to go along
with our research plans to invite Latino families in the classroom.
Instances like these, in which I had to negotiate a stance with a participant teacher
and wait for a space for my research, reminded me that, as an ACCELA member and
researcher, using dialogical practices was the appropriate manner for doing collaborative
research with Springfield in-service teachers who were part of the ACCELA program.
Yazmin’s journal provided me with opportunities to engage in dialogues with her
about important issues that concerned both of us. Her reflection for Nieto’s article,
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“Puerto Rican students in U.S. schools” (2004), gave us the opportunity to talk about her
ELL students’ education. This was Yazmin’s response to Nieto’s article:
Right hand column: After Class Discussion: In class we talked about
ASPIRA, “to aspire.” This organization was founded in 1961 to promote
educational rights for Puerto Ricans, encourage leadership in the
schools/communities, and promote involvement through the generations of
Puerto Rican families.
As an ELL teacher, students who come from P.R. need to be
placed in a transitional bilingual class for their first year. These students
who don't speak English shouldn’t be placed in a classroom with a teacher
who doesn’t speak their language. The move to a new land is a hard
transition for these students; being placed with a non-Spanish speaking
teacher is even harder. The students need to feel comfortable in their new
environment, not overwhelmed.
The responses of teachers and other educators have ranged from
denial of cultural differences (being color blind) to insensitivity, to
outright discriminatory practices, and in happier cases to the affirmation of
students’ differences.” This quote had me go back seven years, when I
was a paraprofessional and the Bilingual Program was still in the school
systems. The students seemed happier and more eager to learn. Now we
have the ELL Program and these students are being immersed into a
regular classroom setting. I have these students who recently came from
P.R. in my class, not to mention other students in 4th and 5th grade who
are in the ELL classes with only an English speaking teacher. Where is the
justice for education?
Yazmin’s reflection begins with her new understandings about the Puerto Rican
organizations that are in place in the U.S. and then moves to an argument in favor of
placing new arrivals from P.R. with Spanish-speaking teachers in a transitional bilingual
program (TBE). Her marked theme, as an ELL teacher, helps her to make her argument,
calling the reader’s attention to her identity (as an ELL teacher) with some experience
dealing with Latino students in a different teaching environment (transitional bilingual
programs, which are non-existent now in the state), which she proposes is better for the
students, based on her own observations and her status as a teacher. Her modality in her

second paragraph is expressed through her definite shouldn't, a modal finite of obligation
(with a negative polarity) that makes her argument sound like a command.
Meg’s response to the same article (in her journal) reflected her understandings of
Puerto Rican migration and like Yazmin, she insists on the idea that Puerto Rican
families need to feel welcome and comfortable in U.S. schools. Although her modality is
less definite than Yazmin’s, or not as passionate, Meg presents the idea of having
“professional development in how to talk to parents” for in-service teachers. The
following is Meg’s response to Nieto’s article about Puerto Rican students in the U.S.
(Nieto, 2004).
I didn’t realize all the differences between European immigration
and Puerto Rican migration. This really forces us to look at our Puerto
Rican families in a different way to understand why they go back and
forth from U.S. to P.R...
Most of our workshops didn’t meet our needs. It’s really
depressing when you think of all the money that is invested in these
workshops and professional development.
We need to do more to make our students and their families feel
welcome and comfortable in our schools. Professional development in
how to talk to parents is needed. (Meg’s Journal, October 12, 2005)
(The professor’s response was the following: “Good suggestion.
Maybe you can make it to your principal?”)
Jane’s journal entry (October 5, 2005) about her frustrations when trying to talk to
parents resembles Meg’s point regarding teachers’ need to learn “how to talk to parents”
and reads as follows:
It’s hard for me to read about the ‘Need to Build on Family Strengths’
because of all of the roadblocks I come across when trying to talk with
parents.
(The professor’s comment to this entry was this: “Yes, I understand there
are roadblocks, and there will be some families you’ll never connect with.
But there are many that can be engaged. I’ve seen it time and again.”)
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The journal entry above tells about Jane’s challenges in the course (teachers’
challenges will be discussed later in other sections in this chapter under the topic
participant teachers’ tensions and struggles). Jane was one of the teachers who showed
more resistance to engaging in new practices with Latino families. Although she
admitted that, “Jo-Anne Wilson-Keenan’s project really uses the word ‘multicultural’ in a
correct way,” she had some doubts about the value of Omar’s parents visit to Jo-Anne’s
room. This is what she wrote about Wilson-Keenan, Willett, and Solsken’s article (2001)
in October 19, 2005:
I don’t know if I could be as open as Jo-Anne was. I too would be hesitant
about somebody talking about religion or some other subjects that might
raise tension or questions. I don’t feel comfortable having parents come in
my classroom. It makes me nervous for exactly what happened with
Omar’s family. I don’t know if I could handle that situation as well as JoAnne did. I also don’t see the value of that visit.
Jane’s hesitation was understandable considering she is not an insider in the
Puerto Rican culture and does not speak Spanish. She was honest about her
uncomfortable feelings regarding having parents come in her classroom.
The journal excerpt presented next is Meg’s response to Compton-Lilly’s chapter
(2004), Students as ethnographers studying reading, in which she focused on teachers’
assumptions:
Left side column: Before Class:
Students question parents about their reading. How they learned
to read. Mothers, not teachers were who taught them to read.
Right side column: After Class:
I like the idea about children reporting on what parents read. So
often teachers complain that parents don’t read to their children and we
assume that parents don’t read anything. This activity shows that this
assumption is not true. It also reinforces how important reading is. The
activity where the children asked their parents how they learned to read
reinforces how important a part parents play in children’s reading.
Whether or not parents read to their children, they still play an important

part in their children acquiring reading skills. This article had some great
ideas to foster school-home connections and to help teachers to better
understand our student and families and home life. I’ll definitely try
some of these activities modified to the Kindergarten level. (Meg’s
Double Entry Reflection Journal, September 28, 2005)
Meg did try one of these activities in her kindergarten classroom and I will
describe what she did in the next chapter’s section titled “Including family memories in a
class big book.” When Meg read the article “Taking children's literature seriously;
reading for pleasure and social change” by Yenika-Agbaw (1997), her journal reflection
in the right hand column was the following:
After reading this article I have to think about what the issues discussed in
it mean to my personal reading experiences and in my classroom with my
Kindergarten children. I have read many books that bring up social issues
and have had many discussions with friends, sisters, and book club
members. From these discussions many viewpoints are revealed,
supported, and refuted. I have questioned myself and others and by this
questioning I have come to understand better the lives of oppressed
persons and how they cope and strive for better lives. In working with
children and parents who live in poverty I gain a better insight into their
desires to better their lives. I am not so quick to stereotype “our” parents
or “our” students at North Community School.
Based on the teachers’ experiences in this course with the analysis of children’s
literature and on their new understandings on novel ways of involving families as
partners in the curriculum within multicultural classrooms, the course professor expected
them to create a class children's book and to develop a home-classroom collaborative
project with their students’ diverse families during the semester and to present both
projects to the class at the end of the course, in December, 2005.
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Teachers’ Home-Classroom Collaborative Projects
This section will talk about all of the 18 teachers’ projects in a general way, in
order to provide the reader a background of the origin of the focus research teachers’
(Meg and Yazmin) own projects that will be discussed and described in detail in future
sections. The home-classroom collaborative projects were important in that they
intended to provide the teachers with a purposeful, goal-oriented practice that they could
either replicate, or change in the future as they engaged in collaborative projects with
families.
The great variety of projects that the 18 teachers did in this course through familyclassroom collaboration was based on the social and literacy practices that were
developed through the relationships established among the teachers, paraprofessionals,
students, families (including fathers, grandmothers, older siblings, uncles, and even
neighbors) and ACCELA Program Assistants, who were part of the classrooms as well.
The site in which the projects were developed included the classrooms, but sometimes
extended to the students’ homes in the neighborhood because it was there where the
families put together their contributions to the classroom projects. Family members were
engaged in many ways at their homes: responding to teachers’ surveys, letters, and
invitations to write their memories; looking for project resources and sending them to
school with their kids; writing notes to the teacher about their stories and memories;
sending cultural artifacts, music that was relevant to their own cultures, and photo
albums, etc. Other family members contributed directly to the classroom when they
visited to read books to the children, to talk about their jobs, or about their own countries’
cultures, to do an art project, or to present their talents to the class.
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The home-classroom collaborative projects that the 18 ACCELA teachers
presented at the end of the Critical Multicultural Children’s Literature and the Puerto
Rican Community course (Education 784) represented a great variety of classroom-made
children’s books and family stories in both English and home languages (Russian,
Hebrew, Spanish, etc.) in which children’s and family members’ writing pieces were
valued and used as curricular texts and artifacts. Two teachers presented a class CD of
Puerto Rican music, presented to a real audience at their school and later sent home, to
the students’ families. A class writing project in a second grade classroom through an
internet site (or a blog), which allowed for communication between students, school
personnel, their families, and community members, was another project that the teachers
valued as a great idea for building home-school constant communication. Had the
professor and I merely expected to see evidence of new understandings in the projects
presentation amongst the 18 teachers who participated in the course, probably this would
have been enough convincing evidence for us. But we wanted to know the teachers’
action plans for family involvement for the upcoming school year, in terms of their goals
and activities, based on their new understandings.
Although Meg and Yazmin initiated a relationship with families and relatives
based on almost similar social and literacy practices, (using written communications,
phone calls, casual conversations in the school hallway, and translated notes sent home
with the students), they worked in different ways with their diverse families. Whereas
Yazmin invited all of the families to do presentations in her classroom, Meg decided to
hold the family invitations for later in the school year.
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Yazmin’s Funds of Knowledge Project
This section is a summary of Yazmin's “Funds of Knowledge Project,” as she
named it, for the course. I will present the first two family presentations (of two Puerto
Rican families) in some detail to let the reader have a background of what was happening
during the initial family visits at the beginning of this research, so a comparison can be
established with the Lajara family classroom presentation during Yazmin’s second year
as a study participant at the end of this research. (The Lajara family visit appears at the
end of the next chapter.)
As part of her course project, Yazmin made a space in her daily schedule for some
families to do presentations to the class. Five different families came in and presented
different topics, such as Puerto Rican schools compared to U.S. schools; Puerto Rican
culture, climate, and food, and the Mexican culture. Yazmin’s PA videotaped each family
visit and shared the video tapes with me (I became Yazmin’s PA later in the year).
Yazmin received some of the families in her classroom on October 27, 2005 to
share with the class. As I was viewing and transcribing the videotape, I observed that
Yazmin seemed to be uneasy during the family presentations, since she was in charge of
everything: standing beside the presenter, right in front of the students (who were sitting
on the floor in front of the presenter), asking the students questions about what the
mother in charge of the presentation had just said, telling the students what to do next,
suggesting topics to the parents to talk about next, and also making sure the students were
attentive and respectful. However, she was welcoming the Spanish language in her
classroom and the parents and the students had some time for sharing their ideas about
familiar topics.
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Rita (Daniel’s mom), the first presenter of the day, read a Spanish book about a
frog to the class. When she was doing her read-aloud activity, other family was waiting
for their turn to present. After Rita finished, Yazmin asked the students to compare the
frog in this story with the Puerto Rican ‘coqui’ (a tiny tree toad) they were talking about
in a prior lesson.
Yazmin asked Rita to tell the class about the similarities and differences between
Puerto Rico and the U.S. schools. Rita told them that in Puerto Rican schools students
have to wear uniforms all the time, they have to carry a lot of books and notebooks in
heavy backpacks every day to and from school, and have to copy lots of information from
the blackboard in their notebooks to study at home. She also said that lunch time lasts for
one hour and students are able to go home and have lunch with their families if they live
near the schools. After some students who just came in from the island added comments
about what they knew of the schools Rita said she was very pleased to be in the
classroom and ended with some advice for the kids:
You are in a very good country and have lots of privileges, take advantage
of them all. You have to be obedient, listen, and learn, so you are able to
become doctors in the future, or whatever you want to be. So, even at
moments when you think that school work at your grade level is not as
interesting as you may wish, you have to learn.
At the end of Rita’s presentation, Yazmin approached the other family (sitting by
the kids), and asked if it was okay for them to do a short presentation, since she only had
about ten minutes left. Mr. and Mrs. Nunez agreed with Yazmin’s request and had a
nine-minute presentation, in which Mrs. Nunez talked about Aibonito, her home town in
P.R. (the place of the flowers festival). As she did with Rita, Yazmin guided Mrs. Nunez
through her presentation by asking the mother about the topics she wanted the students to
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hear about. Based on Yazmin’s suggestions, Mrs. Nunez talked about the differences
between now and then. When she was growing up in P.R. she was in charge of all the
chores and had no time for playing outside. Now her daughters have plenty of time to
have fun and play their favorite sports with their friends in the neighborhood. Similar to
Rita, she ended her presentation with the following advice (‘consejo’) for the class:
“Please enjoy your childhood and try not to fly through your childhood stages, every
stage is good, and you need to enjoy it. Please love and respect your parents and always
think before speaking so you do not get in trouble” (Field notes, Fall, 2005). Giving
advice is a role that Puerto Rican adults take seriously, and it was evident in these two
presentations.
Yazmin had three more families in her classroom and after each presentation the
class worked on a project related to the topic presented as a follow-up activity. For
example, the students learned about the Mexican culture and made a ‘pinata’ project after
the Mexican grandmother’s presentation. In Yazmin’s own words:
Each child asked to make their own ‘pinata’ and they are all really excited
about that. Then we had, um, a celebration, towards the end, a family
celebration, and we had all types of food, from all the countries that the
parents and the children were from. And that came out really good. The
parents were proud of the kids’ books. The kids got to taste different
kinds of food. Some liked this some didn’t. The principal came up and
gave a little speech. And then we sat down and we watched all the parents
who came, we were watching them on TV and the kids loved it. “Oh,
that’s my mom,” or “That’s my grandmother.” It was really nice!
(Interview with Yazmin, June 2006)
The book Yazmin was talking about is the class book she made with the class as her
second course project, titled Individuality.

Yazmin’s Class Book: Individuality
The course’s second project involved Yazmin and her class in their next activity:
a class book, titled Individuality, in which every student wrote a page about their own
identity as a special member of their classroom community. At the end of the project
Yazmin invited all of the students’ families to a luncheon and celebration in which each
family received a copy of the class book to take home.
The following poem presents a thorough description of Yazmin’s ELL third grade
class. It was a poem that the students composed (each student contributed two lines to
the poem) and was included in their class book, Individuality, which read as follows:
We Are From...
1. We are from Dr. Seuss books filled with silly pictures and bright colors
To a strict and well disciplined home (Myrta)
2. We are from a big family with six brothers and sisters who are constantly
playing games, getting in trouble and riding our bikes. (Antonio)
3. We are from hot days and nights
In a truck with friends pretending to be driving. (Amaury)
4. We are from listening to music of Salsa and Merengue on sandy beaches
To playing basketball with family and friends. (Daniel)
5. We are from growing up with my entire family (grandparents, uncles/aunts,
nieces/nephews, and cousins) to spending time watching TV. (Andres)
6. We are from four different seasons: winter, spring, summer, and fall
Going on shopping sprees in New York City. (Carmen)
7. We are from living on a farm and enjoying its fruits and vegetables
To playing games with dad on a daily basis. (Mency)
8. We are from shopping day to night,
Sight seeing and looking at all the different landmarks. (Camille)
9. We are from eating arroz con gandules
To playing our favorite sport, baseball. (Adrian)
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10. We are from our grandparents and parents in Mexico
To celebrating el Dia de los Muertos. (Keyla)
11. We are from pizzas, sodas, candies,
To playing tag with friends. (Carlos)
12. We are from family gatherings.
Visiting in New York and Ohio. (Ray)
13. We are from pinatas full of candy inside and bright colors outside
To eating tacos and visiting beautiful vacation spots. (Marta)
14. We are from el barrio
To our beautiful beaches, small pueblos, and el coqui. (Mariluz)
15. We are from hanging out with family and friends
To playing games and dancing. (Ari)
16. We are from loving families
Who are there for us no matter what we did wrong. (Javier)
17. We are from a close knit community
Where everyone knows everyone. (Rosaura)
18. We are from Puerto Rico, Mexico, Dominican Republic, Guatemala, and the
United States of America.
All of us together united as one, combining our cultural differences to better
understand one another and respect our differences.
By the Third Grade ELL Class (All of the names are pseudonyms).
As the prior poem suggests, Yazmin’s class was developing as a community in
which the students were feeling safe to talk about their homes and family’s ways of
sharing and contributing. Their description of the community as a “close knit community
where everyone knows everyone” (line # 17), and with “loving families who are there for
us no matter what we did wrong” (line # 16) is revealing and suggests a feeling of
belonging that is so needed for all human beings, especially those who find themselves in
a different culture in a new country, like some of the students’ own situations. At the
same time, their definition of themselves as a collective “we” indicates acceptance of
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every member and acknowledges the existence of a real community, not an imagined
one, a community in which they are together and combine their cultural differences in
their common effort for understanding one another. It is important to stress that, despite
their common Latino heritage, they come from different countries, which have cultural
similarities as well as differences.
Although the students are highlighting the happy and festive moments of their
lives, some of them are also evoking (in some instances with some sadness) moments of a
near past that, as young children, they still have fresh in their memories about their
family members they left behind in their own countries. In line # 5 Andres talks about
the members of his extended family (grandparents, uncles/aunts, nieces/nephews, and
cousins) whom he used to spend time watching TV, but now are not with him anymore.
Marta recalls her Mexican “pinatas” full of candy inside and bright colors outside and
eating tacos and visiting beautiful vacation spots (line # 13) and Keyla mentions her
grandparents and parents in Mexico and the celebration of the Day of the Dead (‘el Dia
de los Muertos,' line # 10). In the same way, Mariluz mentions her customary family
trips around the island of Puerto Rico from her neighborhood (“el barrio’) to the beautiful
beaches, small towns (‘pueblos’), and the Puerto Rican singing tree toad (‘el coquf,’ line
#14).

1

Meg’s Course Projects
The way Meg was involving families in her classroom was related to an article
(Compton-Lilly, 2004) that she had read in class and adapted to her kindergarten level
students. It consisted of writing a class big book about both, parents’ and children’s first
day of school memories, which was illustrated with students’ own drawings and with
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photos she had taken when the families showed up for the Kindergarten screening day.
Meg invited the students’ families to send her a written memory of their first day in
school. The book, illustrated with children’s drawings and family photos, included
parents’ and children’s first day of school memories. Meg saw this book as the special
space where the classroom and the families became one community.
Teachers’ Action Plans for Family Involvement
The course goals were clear: to try some new ways of involving diverse families
as partners and then decide which actions were ‘working’ for them and the families. The
course expectations for the teachers were based on their development of doable action
plans with reachable goals, but still some teachers’ plans were too ambitious, something
we knew would happen as the participant teachers were from the same school district,
and rarely had the opportunity to converse with one another, or to get together on a
weekly basis to take a course like this one. As most of the teachers said to us at the end
of the semester, this course was one of those courses which opened new possibilities for
involving the families that, although challenging, made participants think it was worth it
taking the risk.
Meg’s action plan for family involvement presented in class showed evidence of
her new understandings, which were the following: 1) all students and parents need to
feel they belong in a school; 2) parents and students need to feel someone cares; and 3)
caring about the children we teach means to have high standards, to believe that they are
capable. Her goals were: 1) to bring more opportunities for valuing the children’s own
cultures in the classroom; 2) to provide the students with more multicultural literature in
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the classroom; and 3) to create new ways of formal sharing in the classroom, letting the
students to share more.
Meg’s action plan activities included the following: 1) invite parents in the
classroom to read aloud for the class; 2) Display pictures of every family in the
classroom; 3) Making a class book with all the children and the families asking them
questions about activities they do together; 4) Do mini-workshops with parents on how to
help their children to learn how to read and count; 5) Do a unit on celebrations and invite
the families to participate in it; and 6) send a letter to the Scholastic Publishing Company
asking them to sell more Spanish quality children’s literature so that her Kindergarten
students could have more varied choices when the Scholastic Book Fair came to the
school every year. Meg said she had learned that asking parents about their activities was
really a way of bonding with them and gave the teacher the opportunity to learn more
from each family (Field notes, Fall, 2005).
In her Action Plan for the upcoming school year, titled “Quality Time,” Yazmin
wrote a letter to families inviting them to attend the school activities of their preference
(family literacy night, family math night, family Bingo night, and holiday shows) and to
participate in her classroom writing project. Yazmin asked parents to write with their
children about their ways of sharing quality time together, either during vacation, in a
special family trip, going shopping, at the park, or at any other activity done to share
quality time together. She encouraged the students to bring photos from home to
illustrate their writings. At the end of the writing project they would have a class
celebration in the school and every child would get a copy of the class anthology to take
home as a gift for their cooperation in the project. Also the letter invited families to visit
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the classroom throughout the school year to spend quality time with their children in the
classroom and as well to share their talents with the whole class, if they wanted to.
As a Program Assistant in North Community School (Yazmin's and Meg’s school
at that time), I was aware of the school’s ‘teaching to the test’ practices, which did not
even allow time for students’ recess anymore. As the researcher in both of their
classrooms, I wondered if Meg and Yazmin would be able to reach their goals and to
implement their activities as specified in their carefully thought out (but somewhat
ambitious) action plans during the upcoming school year. This was something I asked
Yazmin in our first interview.
The first interview we had in the classroom took us two of Yazmin’s 40-minute
planning periods. It was during the spring semester in the first year of our research, after
she had finished the fall 2005 ACCELA course with me. One of my questions was about
her plans for parental involvement for the upcoming year, based on her experience with
five families presenting in the classroom the prior fall semester. The following is an
excerpt of our conversation in turns 109 to 113:
109 Y. R.: What I would like to see for next year is, um, more parent
involvement, not only with the students academically, but also, socially.
110 N. M.: Uh-huh.
111 Y. R.: ‘Because a lot of the kids lack social skills and we need to
build up on that. That’s what I’m noticing. A lot of the kids, when we
first started, were very shy and quiet. Keeping to themselves, they didn’t
know how to interact with their peers, but not only... As a teacher, I need
to learn how to get the kids to socialize more in a group, but also to get the
parents to socialize with the kids in a group, and I’m not sure if it’s
because the kid is, um, it is an only child thing, or if it is because the
parents are so busy with work, and everything else going in that home that
they don’t have the time to do that, but I’d like to see more interaction,
with the kids and their parents, so...
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112 N. M.: When you say social skills, you are talking about...?
113 Y. R.: How to sit down and have a regular conversation, stay in a
game, instead of being the bully or stuff like that. To learn how to work
with groups, taking turns, not always being the first one, or not always
being the last one, not always being the leader, learning how to interact
with the kids, and wait. (Excerpt of interview transcript, March 2006)
In my discourse analysis of Yazmin’s text (the transcribed oral interview
responses in turn # 109, 111, and 113), the participants are the students and their parents,
who are the future recipients of the teacher’s actions (to get them to socialize more with
the kids in a group). The text positioned the teacher as the only one who has agency; she
will help the kids and their parents to ‘fix’ the situation she presented as problematic
through her negative appraisal. The students’ behaviors (keeping to themselves, or acting
out, being the bully, were a consequence of the homes’ lack of time to do this (to
socialize as a family), as the text states.
In turn #109, when Yazmin says “what I would like to see for next year is, more
parent involvement, not only with the students academically, but also, socially” she is
defining parental involvement in a broader way; moving beyond the academics and
including the social aspect of the parent-child relationship. Yazmin's use of the phrase ‘a
lot of the kids lack social skills,’ in turn #111, generalizes a trait, and attributes it to many
of her students, apparently drawing from dominant culture discourses, which stereotype
Latinos as a group with no social skills. Therefore she was drawing from discourses that
equate difference with deficit.
Some possible explanations forYazmin’s uncertainty in her modality: (“I’m not
sure if’) include the following: a) that she understood the struggles of working and poor
class lamilies, based on her own family experiences when she was growing up, or b)
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although she was able to understand the families’ situations, she was looking at the
families through her new membership in the middle class and through middle class
discourse.
Immediately after I listened to Yazmin’s responses in this interview I had mixed
ideas about what she said. During my visits to her classroom I had seen her as a very
dedicated, hard-working teacher who was always trying to help her students to do good
academic work. Also her casual conversations about her desire to help the students and
to be the best teacher for them had convinced me that she was trying hard to do her best
job in the classroom, as a new teacher. On one hand her tone of voice and facial
expressions during this interview indicated that she was worried, concerned about her
students’ academic performance. She wanted to help them to do a better job in school in
terms of helping them to improve their social skills; also, to help their families to have
access to the classroom academic work. On the other hand she was representing the
students’ homes as ‘in need of her intervention.’
Sometimes, when Yazmin engaged in conversations about her students with me,
she wondered about the ways in which being almost a new teacher would have an impact
on her students. She was worried about her ELL students’ future and wanted to be the
best teacher in order to help them to reach success academically and personally; the
reason why she was taking the ACCELA off-campus courses conducive to obtaining a
Master’s degree that she needed for her licensure. Yazmin was under stress because she
did not have her teacher’s license yet, after having failed the Massachusetts Test for
Educators’ Licensure (MTEL) more than once. On top of that, I was in her classroom
almost every week, videotaping her lessons and gathering data for ACCELA and for my
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own research. It was remarkable that even under such a stressful situation, Yazmin was
willing to give up her planning time for more than one time to answer my interview
questions.
Although the analysis of Yazmin’s responses to my questions revealed she was
making assumptions about her Latino students that constructed them as deficient, I saw
her genuine interest “to see more interaction, with the kids and their parents.” Her
assumptions were encoded in her negative appraisal of the students and their families.
Her words seemed to reflect a middle class teacher discourse that expects parents to
prepare their children for school, as middle class parents do by engaging in reading and
school-like activities with their children. I did not want to jump to conclusions, or to
make a judgment without gathering more data. As a researcher who took a participant
observer role, and based on the convincing tone in Yazmin’s words, I decided to wait for
an opportunity when a dialogue would be possible. So I continued to observe Yazmin’s
work with her plan for parental involvement with more social skills, as she had in mind.
My decision to wait for more evidence until Yazmin was ready for a dialogue was
a result of my own experience as a bilingual teacher in the same district for many years,
when I had been reflecting about my perceptions and assumptions regarding parental
involvement. My assumptions about Latino parents in those years had also been tied to
their presence in the school activities and open house night. Similar to Yazmin, I equated
parents who did not show up with parents who did not care about their children’s
education. Throughout my action research I found in-home visits the most convincing
evidence that challenged and changed my assumptions, as I was able to understand the
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students’ families from their own perspectives. During that time I learned that changes
take time, particularly changes on one’s assumptions and expectations.
Looking for possible ways to understand Yazmin's situation, I turned to the
literature, which offered me the following stances: Because of their ethnic background,
their persistent use of Spanish, and their socioeconomic level, Latino students are
considered as children “at risk” of school failure. The term “at risk,” which took the place
of “the culture of poverty” used in the 1960s, is used to categorize children who are poor,
speak a language other than English, and/or live in a single-parent household (National
Council of La Raza, 1990). Elsa Auerbach (1989) argues that, “viewed within deficit
models, these students’ homes are perceived as providing limited language learning
environments, with poor patterns of socialization, and placing little value on education.”
These assumptions are conducive to teachers’ low expectations.
Using Fairclough’s discourse analysis tools, I analyzed our conversation in the
interview described above (from which the text in turns 109 to 113 were taken and
transcribed). Fairclough (1992) proposes a three-dimensional conception of discourse (p.
73) that puts the text at the center of the discursive practice, which is at the same time
included into the social practice that produces it. A discursive practice, in Fairclough’s
own words, “contributes to reproducing society (social identities, social relationships,
systems of knowledge and belief) as it is, yet also contributes to transforming society
(1992, p. 65).
The social practice taking place was an ethnographic informal interview between
researcher and participant; the discursive practice was the way in which we were carrying
on this event, which we knew was an interview that supposed a conversation among us
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by taking specific turns and by listening to one another while the other spoke in relation
to the interviewer’s questions.
As we were talking, we were both producers of the discourse in a specific context.
Yazmin knew what the expectations of the course were; also she was talking to me, the
ACCELA course TA, a context in which I was shaping the text production by being the
person in charge of asking the questions, relevant to the research inquiry process. In this
way I was influencing the process of production, based on my assumptions of the
questions that would count as relevant in a qualitative research open-ended interview and
on my ideologies about family involvement in urban schools. She and I were both
influenced by our own social identities, social relationships, systems of knowledge, and
belief regarding the topics we talked about, making meaning of this ethnographic
interview as we were co-constructing it.
Our discourses would be consumed later by readers of my research report and by
listeners to my oral presentations, as well as by the listeners to Yazmin’s own
presentations to other school personnel through her school district dialogues. The text,
produced at the core of the discursive and social practice, was what we were saying to
one another, but that responded to our own identities as teacher and researcher. By
participating in this discursive practice, according to Fairclough (1992), we were both
contributing to reproduce society through our systems of knowledge and belief, as society
is, but we could also contribute to transforming our worlds through our reflections and
analyses of our own identities and our own practices. As researcher and teacher, working
together and negotiating power relations through dialogical practices, we engaged in our
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self transformations and allowed our relationship to become one of collaboration and
trust, as will be shown through the rest of this research report.
Yazmin’s Conflicting Discourses
Mrs. Yazmin Rolon's discourses were somewhat in conflict and indicative of
some underlying assumptions that she probably was not aware of at that moment. On one
hand, Yazmin’s text represented her as a caring and committed teacher toward her Latino
students (as evidenced in her desire to support them to succeed academically and in life);
however, when she defined the Latino students as children with no social skills and
talked about their families as not dedicating time to their children’s social skills, her
words reflected dominant, middle class discourses coming from a deficit perspective. At
some points she was drawing from discourses of advocacy and hope, which made me
wonder about the possible origins of her words. Was she representing herself as an
insider/member of the Puerto Rican culture, or as an American mainstream teacher?
She talked about herself as a teacher who was constantly open to the parents’
needs and dedicated to helping them to know what was happening in the classroom, as
she told me the following:
They (the parents) genuinely see that I do care about the children. I’m not
just here for the paycheck. I call early in the morning. I call in the
evening. At home, from my house, if I have concerns about their child,
about anything, if you want a teacher parent conference, come in. If you
have a question, come in. We’ll sit and meet; any issue that I’m concerned
about, academic wise or behavior wise, I’ll always make that phone call.
If the child is picked up the parent will make the contact with me. And I
think that we’ve been able to open that relationship more. And that has
helped and it benefits both the child and me, because in that way we know
what’s going on at home and at school. (Field notes. May 1, 2006).
In the prior text, Yazmin’s words include other alternative ways of involving
families (calling parents from her house at morning and evening time, telling parents to

come in and sit if they have a question) that are adding to the school system's regular
practices (two parent-teacher conferences per year, calling home for behavior issues).
Her text is evidence of her new understandings (constant conversations with parents
foster family involvement) when she said “And I think that we’ve been able to open that
relationship more.” The pronoun we positions parents and teacher together in the effort
to connect, revealing a discourse connected to the graduate course she was taking with
me, probably her way of connecting to my role as the TA in our course. However, in her
next turn in our interview (in the text I will present below) her descriptions of some
parents as not caring, as taking teachers for babysitters made her sound like a teacher who
had not yet established a healthy relationship with parents who “do not show up in
school.” This is what she responded to my questions about what she needed from the
parents:
NM: Uh-huh. The question is what do you need from parents, from
families?
Yazmin: For them to show up. For them to care.
NM: Uh-huh.
Yazmin: We’re not...I think that parents think we’re babysitting services,
they just send the kids here for six hours... (Interview Transcript, May 1,

2006)
Once again, Yazmin was establishing a parallel between parents showing up in
the classroom and caring about their children’s education. (Later on during the research
Yazmin realized that some families who were not able to show up, due to multiple
reasons, were caring about their kids as well.)
Looking at these transcript excerpts, and analyzing the conflicting discourses, was
a way of examining the teacher’s own assumptions about parents and students from the
Latino population. Obviously something was problematic and needed more reflection
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and examination by the teacher and the researcher, through more dialogue about our own
ways of thinking of families.
As time passed and we engaged in the family project, we had more time for
dialogue. Yazmin and I had more conversations about her goals and her activities with
families. She was involved in a reflection process that meant for her to go back to the
time when she was a student in the same district some years ago.
Yazmin’s Reflections
Yazmin’s reflections about teaching Latino students brought her back to the time
of her childhood when she was a student in Springfield schools. As a child, growing up
in Springfield, being from a minority, Latino home, and from a single mother household
living on Welfare, Yazmin went through a lot of hardship, but she persevered and
finished her high school. Being considered a “bilingual kid” in Maplewood Elementary
School (pseudonym) in Springfield, Massachusetts, was not always a good feeling for
her. Yazmin talked about her experiences in a Springfield public elementary school and
described her teachers’ ways of treating her as a bilingual kid in this way:
When I was growing up a lot of American teachers had, um, little faith,
I’m really not sure if faith is the word, they didn’t think... that Latino kids
were competent to learn certain things. And I grew up with that mind set.
I was; it was ingrained in my head, like I was brainwashed that Puerto
Ricans could not amount to anything, we couldn’t learn.
At the elementary school... I went to Maplewood and the
teachers... we were in a mixed class, we had the Puerto Ricans, the
Blacks, the Whites; and they (the teachers) never really questioned us, the
Puerto Ricans. I noticed that. We were always the quiet ones. The
bilingual kids, “they don’t know anything, they stay within their own
clique; they only talk in Spanish;” which wasn’t true. Because I do speak
Spanish, but I hung out a lot with English speaking students, but I was still
labeled a bilingual kid, and that was a negative thing. Bilingual was “they
are stupid; they’re slow; they don’t know anything. They’re poor, single
parent family, drug abuse, and all that.” And that stayed with me as an
adult. (Field notes, June 2006)

When Yazmin said that (“they never questioned us, the Puerto Ricans.”) she was
identifying herself as a Puerto Rican, as a member of that ethnic group in school, even
though she was not born in the island. (She was from Puerto Rican parents but born and
raised in the U.S., as I already mentioned earlier.) She was bringing out her inner world
of thoughts through her use of mental processes (noticed, know,). Her perception of
herself as a kid conveys her identities, as belonging in two worlds, as someone who
spoke Spanish, but that also “hung out a lot with English speaking students.” In spite of
those identities, she felt she was “still labeled as a bilingual kid, and that label meant
negative traits.”
The use of a relational attributive process (“bilingual kid was a negative thing”)
helped her to expose what she perceived as a reality, or something that was true for her at
that time when she was growing up. Being ‘a bilingual kid’ was equal to negative
qualities like: “they don’t know anything, they stay with their own clique, they only talk
Spanish, they are stupid, they’re slow, poor, single parent family, drug abuse”.
Her use of a passive voice 'was labeled’ (“I was still labeled a bilingual kid.”)
helped her to avoid naming the actors of labeling her as such, but an analysis of her
thematic progression renders the teachers as the ones who labeled her as a bilingual kid.
Yazmin viewed her elementary teachers as those people who ingrained in her mind that
“Puerto Ricans could not amount to anything.”
When I asked Yazmin what she meant by her last sentence (“And that stayed with
me as an adult.”) she said that, as a teacher, she had brought low expectations for her
Latino students without even knowing it. This was for me the real beginning of our
dialogue about assumptions, which lasted until the end of the study. Yazmin admitted
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that her reflections on her teaching practices made her aware of her own expectations and
of the ways she thought about her Latino students.
Looking for Answers in the Literature
Yazmin’s stories urged me to look for some readings which could help us
understand the conflict in her discourses. I found that some researchers and scholars
explain that Puerto Rican students’ negative self perceptions are a result of the negative
perceptions that teachers and the media maintain, which, combined with the political and
economic marginalization that affect this ethnic group’s life, has an influence on the way
the students perceive themselves and their families (Nieto, 1995; Walsh, 1991). Mercado
and Moll, (1997) explain that, “because the media is a powerful educator in shaping
public perceptions and opinions, the negative image of Puerto Ricans endures, even
among teachers of Puerto Rican ancestry” and that “mainstream social science research
on the Puerto Rican community, which is extensive, has lent scientific credence to the
view that this is a population that is dysfunctional” (as cited in Gonzalez et al., 2005, p.
236).
It is important to mention here that Puerto Ricans have become a “racialized
minority” in the U.S. despite the fact they are U.S. citizens since 1917 by the approval of
the Jones Act. In her book Exposing Prejudice, Urciouli (1996) presents the ways Puerto
Ricans have been racialized as “no simple cause-and-effect sequences,” but as the
existence of “persistent dynamics embedded in U.S. action toward Puerto Ricans both in
Puerto Rico and in the continental United States.” She argues that “U.S. perceptions of
Puerto Ricans as formless and dangerous emerge from decades of cumulative discourse
among policy makers, media, and academicians” (p. 41). These perceptions about Puerto
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Ricans are dated since the U.S. invasion to the island, idea that is shared by Hauptly
(1991) in his book about the history of Puerto Rico.
In his book, Puerto Rico: An Unfinished Story, Hauptly (1991) mentions that the
American Colonial administrators in the island wrote in their letters to the U.S. president
about the Puerto Rican people as “children, unready to bear the burden of democracy” (p.
84). He also describes the ways in which congressional leaders, federal judges, and other
people in positions of great influence over Puerto Rico were to speak about Puerto Ricans
as “a mongrel race,” and as “Latin American talkers, who needed tutelage in order to
learn how to behave like civilized people, in a time when the fear for other cultures was
at one of its high points in the United States” (pp. 85-87).
The literature presented in the prior paragraphs was a result of my attempt to find
some explanation regarding discourse representation of Latino families. The answer is
that some particular ways of being and identifying ourselves and others are historically
and socially constructed and situated in language use, and as such, they are imposed on
people through the discourses in which they live, within unequal power relations.
While discourses shape our practices, we at the same time help to shape
discourses, as our practices are involved in language use. Yazmin, Meg, and I saw the
possibility of resisting middle class discourses in our research project by problematizing
our practices through constant interrogation, dialogue, and reflection.
Troblematization of Practices'
Some of the ways in which we help to shape discourses are a result of the actions
we take when we face “moments of crisis,” in Fairclough’s words. Fairclough (1992)
talks about “cruces,” or moments of crisis, which make visible aspects of practice which
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might normally be naturalized, and therefore difficult to notice, but that also show change
in process, the actual way in which people deal with the ‘problematization of practices’
(p. 230). As an example, had we not been reflecting on our own practices and
assumptions we would have not noticed the conflicting discourses that were impacting
Yazmin’s words and descriptions of Latino students and families, or the ways in which I,
as the course TA, was having an influence on the teachers’ responses to the ethnographic
interviews.
Reflection was not a linear, easy process. We were dealing with questions like
the following: What is going on here? What is wrong? Why is this (situation, practice,
text) not making sense at this moment? Reflection helped us to do more critical thinking.
Yazmin was reflecting on her practices, looking at her ways of understanding her
students, and relating to them, through her experiences, as an elementary student in the
same district. At this moment more dialogue happened and helped her to see some things
that she was not able to see before in her reflection process.
Reviewing the field notes, we found some evidence of her expectations for her
students. In one of our conversations, she had told me about her students’ laziness for
reading directions, and admitted that this situation had been her fault. This is an excerpt
of what Yazmin told me about her third grade students during our first year of research,
followed by an analysis:
I’m noticing they’re really trying hard, I don't know if it is to please me,
or if it is to please their parents. They’re working harder than what they
were before, but still, a little bit lazy on reading directions. They’re very...
and this is my fault as a teacher, it’s me reading the directions for them,
so, I blame myself for that. But, I wanted to make sure that once I read it
to them they understood what they had to do, so now they don’t read, they
wait for me to read the directions. So, it was my fault! (Field notes. May
2006).
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The analysis of this excerpt focused on the discourse content, the kinds of
activities undertaken, and the descriptions and classification of participants. Ideation is
concerned with “how our experiences of ‘reality,’ material and symbolic are construed in
discourse” (Martin and Rose, 2003, p. 66). In Yazmin’s text she described the students
as “working hard,” but still the goal of their hard work was to please either the teacher or
their parents, as opposed to the goal of learning in order to become a better student.
Therefore they were represented as pleasers, whose performances show a behavior that
reflects a desire for compliance, for obedience. In the same sentence in which the
students are the actors of “working harder,” they appeared as “a little bit lazy for reading
directions.” This generalized description Yazmin used for all of the students as a group
reflects the teacher’s assumptions about all of them together. It would have been a
different situation if she was talking about one single student, because in this case it
would have reflected her knowledge about her individual students, not an assumption
about a lot of them.
In her acceptance that it was her own fault because she read the directions for
them thinking it would help them, she is bringing out her way of defining her students as
not capable of doing the reading by themselves, something they internalized to the point
that they did not attempt to do what they are supposed to do, to read the directions by
themselves. Her low expectations had got in the middle of her trying to help the students
to succeed as readers and as independent workers.
This analysis helped Yazmin to look at her practices from a different perspective;
trying to look at herself from her students' eyes, in the same way she was looking at her
childhood teachers, from her own perceptions of their ways of treating her as a “bilingual
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kid,” which she did not like at all and still resists as an adult. She began to ask herself
why and how she had decided which teaching practices were the best for her ELL
students. Did she want her students to fit in the same box that her own elementary
teachers placed her some years ago? This question was a challenge that she took up as
her personal agenda for the upcoming school year.
Meg’s Challenges
Despite the research evidence that family presentations foster home-classroom
connections shared and discussed in the ACCELA courses, Meg’s resistance to inviting
families into her classroom as presenters reflected skepticism about that practice, which
made me think she was not interested in that practice at all, or at least that was my
interpretation at the time. It was not until the end of the year, in June 2006, when I asked
her if I could invite Mrs. Quintana, Max’s mom, to the classroom that she agreed to a
family presentation. I did not understand Meg’s resistance because she was a teacher
with almost ten years of experience in North Community Elementary School, which put
her in a more advantageous position, as compared to Yazmin.
It was at the end of this study, in September 2007, that I understood why Meg did
not invite families in. Meg assumed that an experienced teacher (like her) did not need to
bring families into the classroom as presenters in order to know the students thoroughly.
She assumed that she would be able to understand her students well by focusing on their
daily interactions in the classroom, by paying close attention to their assessment results,
and by doing constant observation; things that she was able to do in an excellent manner.
She did not see the need for bringing families in to help her with something she was
already doing well, especially at a time when the kindergarten curriculum had changed so
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much, as compared to only a few years before, and knowing that she needed all the
allotted time to comply with the mandated curriculum, which resembled more a first
grade than a kindergarten day in school, as she used to say (field notes, spring, 2006).
Meg’s Reflections
Similar to Yazmin, Meg was also reflecting on her teaching practices and on her
own assumptions about her diverse students. She watched her videotaped lessons more
than once in order to gain a whole picture of what was happening during her lessons,
since she was gathering information about her two focal students for her ACCELA
course projects. While watching one videotape that focused on one of her focal students,
she noticed that her interpretation of Amanda’s writing, as copying from her classmates
instead of writing by herself, was wrong.
Just a few days before this videotape observation, in a conversation with
Amanda’s mom in the lunch room, Meg expressed her concern about Amanda’s copying
other students’ writing. Meg was glad that the video tapes were helping her to see more
things she was unable to focus on while she was conducting a lesson and she shared her
experience with Amanda’s mother during our home visit. (This home visit is discussed in
detail in Chapter 7). The following is an excerpt of the conversation that the three of us
had at Amanda’s home, in the living room, while I translated for both Sukel (Amanda’s
mom) and Meg:
Meg: Oh there was something else that I wanted to say to her (to Sukel),
but, you know when she was talking about Amanda’s work. Because I
was finding that, I thought she understood sometimes to do the writing,
remember when I talked to you about the writing.
Sukel: (Nods yes).
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Meg: And she didn't understand sometimes what I wanted her to do, so I
go over and make, you know, okay; what you're going to write about?
What, you know, and make sure she’s on the right track. And then she’s
fine.
Sukel: Uhu.
Meg: She's fine. ‘Cause I thought she wasn’t, just ... and I knew she can
do the writing. She knew the sounds and she, you know, she knew all of
that and she could put it down, but I think she was not sure of what she
was supposed to do some of the time. And that, and that’s what’s a really
good thing about the filming and everything; when I watched the videos, I
said, she’s not sure about what she’s supposed to do. And so she, but,
she’s so well behaved that she put something down, she looked at
somebody, and I let them talk when they write, so, um... because, that,
they learn when they do that. You know, she talks and she puts it (the
pencil) down and she says, oh yeah, I want to get this done so I can have
choice time, and I realized that ... and she looked at others and she waited
until she saw what others put on the paper, and...
Sukel: Yes.
Meg: You know, to begin the writing, so now I make sure and it’s
because I’m sure there are other children who are in the same... I think
they understand the directions...but they really don’t. Until I go back and
I check and make sure that they’re doing what they are supposed to be
doing. Because that happens sometimes when somebody works, they do a
beautiful work and everything, but it does not have anything to do with
what we are reading, you know (she laughs and talks at the same time).
Nelida: Well, I am glad that I am the one doing the tapes.
Meg: Yeah, that’s what is so nice about that, about the filming. It’s really
so interesting to watch them.
One possible interpretation of the analysis of Meg’s lines could be that she was
interested in sharing her findings with Amanda’s mother because she was aware of
Sukel’s interest in her daughter’s learning, based on their usual conversations at the lunch
room during lunch time. The tenor of the discourse in this home visit, or the
interpersonal relationships, had been one of a friendly conversation within an informal
atmosphere, with some joking and laughing among the three of us, but at this point it

turned into a more serious talk, that resembled a parent-teacher conference register. Meg
did most of the talking and Sukel just listened and nodded.
Although Meg was honestly and humbly sharing her own assumptions about
Amanda’s writing with the mother in a conversation that showed respect and trust, her
way of moving through the theme was still asserting Meg’s position as the teacher, who
did not want to appear to be a teacher with poor judgment in front of a parent. She did
not start by telling the mother that she was wrong when she said that Amanda was
copying her writing from other students; she never used those words. Instead, she started
by positioning herself as the thoughtful teacher (which she certainly is) who was now
making sure the girl (and other students, as well) did understand her directions before
starting to write, as she said to Sukel: (“I have noticed with all of this work with Amanda
that I now make real sure she understands her directions.”) Then she brought up the topic
of their past conversation about Amanda’s writing and from there she described what she
observed in the videotape that made her notice that Amanda was not sure of how to start,
(“I thought she was like copying them. She wasn’t. She just wasn’t sure how to start.”)
After this event I wrote the following reflection in my journal:
Meg, a white teacher, was telling this to a Latino mother. Something I
was learning through this experience was that my assumptions about Meg
not wanting to visit the parents were wrong, that when teachers learn to
trust parents they are able to talk about their own learning moments with
them; and I was witnessing one of those moments. This incident made me
feel full of hope about our research together and made me think that
dialogue is possible if we take the time to build our own ways of
understanding and learning from ‘the other.’ As I listened to Meg’s ways
of speaking to Sukel about school-related topics, I understood that they
had already established a good and trustful relationship, which will
possibly turn into dialogue. This made me think that dialogical practices
are a possibility for urban teachers and parents from diverse, poor, or
working class origins. This was one of my ‘aha moments’ in this research,
that motivated me to continue with my study, no matter how difficult it
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would be to make more spaces for the participants to find ways to
encounter their own ways of finding the next new door to open up more
dialogue. (Field notes, June 2006)
In a context like this home visit, the field of the discourse was fluid and took up
different and varied goals, as we engaged in an activity that was new for us. In other
words, we were communicating among ourselves through our own known identities:
teacher, mother, and researcher; and at the same time inventing new ways on the spot, or
creating new identities for ourselves as friends, who conversed and laughed and at the
same time talked about serious topics like students, teachers’ practices, and school
procedures. The goals were changing as we changed topics, from sharing to requesting
information, or from telling one of our own personal stories to establishing a comparison
between kindergarten curriculum then and now, and so forth. Sometimes Sukel initiated
a topic about Amanda’s schooling and we followed her lead. At other times Meg or I
would initiate a different topic and Sukel would follow us, like it usually happens in
conversations between people who know one another for a long time.
Meg’s reflections about this visit helped her greatly to understand Amanda’s
family strengths as supporters of the girl’s education and literacy development in two
languages, as it will be discussed in the next chapter. She valued this home visit as one
of her ‘aha moments’ in our research and she makes sure that she shares her new
understandings with her colleagues during the professional development sessions she
presents for them at school.
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Teachers’ Tensions and Struggles
This section presents some of the tensions and struggles the participant teachers
experienced during the research process, while being graduate students, members of the
University-District ACCELA Alliance, and at the same time, working full time as inservice teachers in a district in which high stakes tests and accountability under the
NCLB law made public school education a challenging endeavor. Trying to accomplish
their duties for both ACCELA and the school at the same time would become at times an
overwhelming task that brought some tensions to many of the teachers (field notes. Fall
2005).
Trying to implement new practices for home-school connections based on their
newly acquired understandings in an ACCELA course was somewhat stressful for some
teachers. It is not the same to understand a practice explained in a class presentation or
read about in an article, as to own that practice and make it happen in the classroom.
Teachers knew they were expected to try new practices with their Latino students’ as they
were gaining new understandings in our course, but resistance was inevitably present in
some of them. Nevertheless, by the end of the semester they all completed their projects;
either by including just one family, (as Mary did) or by opening the doors to all families,
depending on their comfort levels for working with families as partners. However, it is
one thing to finish a required course project and another to adopt a practice based on its
successful results.
Other struggles came from the teachers’ personal situations. One example is
Yazmin’s new position as a teacher. With only one year of teaching experience, Yazmin
lelt vulnerable, anxious, and expressed feelings of guilt about her work with Latino
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families in her classroom. This is how she saw her efforts to involve the families in the
classroom in order to complete the ACCELA course assignment (in Education 784) in
her interview with me:
In the beginning of September, it was a struggle... to get the families
involved, um, and I want to say it was a 50/50. Fifty percent of it was me,
um, being my second year not feeling, um, not comfortable, but, um,
unsure of the expectations, of what the parents expected of me because a
lot of these parents came from Puerto Rico, two are from Mexico, one
from Guatemala, two from the Dominican Republic. So, they hold the
teacher at a different level, than the American parents do... parents from
Latin countries hold the teachers...The teachers, I guess, have the last
word in it, the students have to respect the teacher, her word is, but, you
know, gold, I guess. (Excerpt from interview, March 2006)
Not knowing what the parents expected from her was a position that worried
Yazmin. As someone who was born, raised, and educated in the U.S., she did not have
first-hand knowledge about the dynamics of dealing with Puerto Rican parents, especially
those who have just arrived from the island. Her use of the mental process “I guess”
when she talks about Latino parents is indicative of her uncertainty, she is not sure if
what she is saying is completely true. Possible interpretations of Yazmin’s descriptions
of her students’ parents as “parents from Latin countries” who “hold the teacher at a
different level than American parents do,” could be that she is distancing herself from the
Latin countries and positioning herself as an American with a better understanding of
American parents and/or she might be drawing from readings she has done before. When
she mentions that 50 percent was her fault she is suggesting the other 50 percent is the
parents’ fault, but she did not explain why.
The Need for Support from the Administration
Other struggles that the teachers endured were related to their need of more
support from the school district administrators regarding professional development in
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building home-school partnerships with non-mainstream, diverse families. When
Yazmin talked about her own needs as an ELL teacher she focused on her students’
cultures and backgrounds. This is what she told me in our second interview:
And I think that, as an ELL teacher, we need to get backgrounds on all our
ELL students. What their culture is? What their traditions are? For us not
to offend them or make assumptions that, yes, you should know this or
haven’t you been taught this before? So, I feel, as educators, we need to
get like a pamphlet, or something to give us more background information
on the ELL students we’re receiving, not just from Puerto Rico, Mexico,
from Somalia, from everywhere. So we can have some type of knowledge
to help the student, to help us, teachers, with our academic learning.
(Excerpt of 2nd Interview, May 2006)
Parental involvement was one of the areas in which both teachers saw the need for
the school administrators’ support as a must in a district where professional development
on parental involvement with diverse families was almost nonexistent for the in-service
teachers. Also there were other situations related to issues of students’ families’ cultural
differences and languages spoken at home, that both teachers, (but Meg, more than
Yazmin) had to deal with on a daily basis. Adding more stress to those challenges, other
kinds of tensions linked to the teachers’ own personalities and identities affected their
practices and their family projects in their classrooms (e.g., being a new teacher to the
system, being a monolingual English speaker and teaching children from other languages,
still not having a teacher’s license after many unsuccessful retakes of the MTEL tests,
lack of college preparation courses on how to approach parents and families from other
cultural groups, etc.).
In the context of this study, schools in the city of Springfield were going through
a big transition. Educational practices, such as bilingual programs, had been dismantled
only three years before the study began, and every teacher had to teach in English. ELL
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students were learning their academics in a second language mostly with regular teachers,
although at North Community they had and ELL teacher with one class per grade. While
teaching in English was not a challenge for Meg and Yazmin, it meant for them to teach
many Latino and other ethnic group students without the multicultural resources they
needed. This situation affected the school climate and the teachers’ morale because,
under the NCLB and its accountability testing system, all of the teachers were
accountable for the students’ achievement. Reflecting on this situation, Meg wrote the
following in her journal:
We need books that provide our Puerto Rican children a clear picture of
world and culture of Puerto Rican children....
Now we have teachers in our school who are expected to teach only in
English, who don’t feel confident to teach in English. Again nothing is
being done to help these teachers. (Meg’s Journal, October 26th, 2005)
Meg’s reflections in this journal entry are evidence of the way she is representing
herself as a responsible, caring teacher of non-mainstream children. She described the
administrators as unsupportive to teachers who needed help with multicultural books and
with English, as well. Although the use of a passive voice (“nothing is being done”)
allowed her to hide the actors, it implied an indirect mention of the administrators, who
are the people in charge of the educational process in the city. In previous journal entries
Meg mentioned the need for professional development in the district, which would
“really meet the teachers’ needs,” such as teaching them how to talk to Latino parents.
This journal entry, like many others made me realize that, as opposed to Yazmin,
who saw me as her confidant, Meg found in her journal a partner whom she could talk to
about the administrators’ lack of support, but after I read her journal, we engaged in
conversations related to her concerns.
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Teaching to the Test within Hectic Schedules
Inviting families to do presentations in the classroom within a hectic schedule and
the pressures of practicing for the MCAS or for the district’s multiple tests made Yazmin
feel anxious, particularly because she was a new teacher, as she told me during an
informal conversation in which she was talking about the parental involvement project
she did for the ACCELA course in the fall of 2005. As she recalled, whenever a parent
came in to present to the class, it meant an interruption to the rigid daily schedule she had
to follow, which most of the time meant running out of time to finish the practice sheets
for the day. Her way of dealing with this inconvenience was to ask the students to take
the unfinished practice sheets home (as homework), but some students, like Antonio,
resented this practice and saw it as doing additional homework. Antonio Longo, who
was one of Yazmin’s two case study students, told her that he did not like parents’ visits
because this meant he would get more homework on that day. Yazmin felt a little
worried about the way she was handling the schedule and the homework system during
the parents’ presentation days, one of the main reasons why she discontinued the family
presentations in her classroom during the spring semester (Field notes, March 23, 2007).
Yazmin’s desire to obtain good results in the multiple district’s tests that her
students had to take during the school year made her feel responsible for keeping them on
task every single minute of the day, in order to cover the mandated third grade
curriculum. She was convinced that the administrators expected her to cover all the
material in the mandated curriculum; for that reason she sent home the practice papers
that the students could not finish when a parent came in for a presentation. Being a new
teacher to the school and to the system, she opted for not inviting more families in for
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presentations for the rest of the year, although she continued to maintain her open-door
policy for parents and family members who wanted to visit, just to interact with their
child during the lessons and to observe what was going on in the classroom, so they could
help at home with school work.
When I asked Yazmin when and where she learned about her practice of the open
door policy she said this was her idea and she firmly believed in it. She explained that
she had invited all the parents to come in and sit beside their child for a day or for one
hour or two, so they could understand what was going on in the classroom and get a
clearer idea of what their child was learning at school.
Language Barriers
Although Yazmin and Meg were from different cultural and ethnic backgrounds,
sometimes they faced similar struggles in the process of reaching out to families.
Coming from the White, European American middle class, Meg faced the reality of
having to teach Latino (mostly Puerto Rican), African American, and other low incidence
students (Somalis), whose literacy practices and social skills were not familiar for her.
Yazmin had only Latino students, but they were from diverse cultures: Mexican,
Guatemalan, Dominican, and Puerto Rican students, who had some different ways of
speaking Spanish. Yazmin’s exclusive familiarity with only the Spanish spoken in
Puerto Rico was a source of apprehension for her, since she had to ask about the meaning
of new terms (in the middle of a presentation) in order to understand the Guatemalan and
Mexican parents’ Spanish varieties and regionalisms. On the other hand, the students
liked to learn other varieties of Spanish and did not mind the interruptions at all (field
notes, Fall 2005). Being such a task-oriented teacher, she wanted the lesson to move
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faster but the students wanted to know about the new words, a difference she came to
understand later in the research.
For Meg, a monolingual teacher, the language barrier represented a more difficult
challenge than for Yazmin, who spoke some Spanish. Creating ‘working’ partnerships
with non-mainstream, diverse families (mostly from the Latino community), who spoke a
language that she did not understand, was something she had to deal with in strategic
ways, such as seeking the paraprofessional’s assistance for translation and looking for
culturally relevant literature and resources. Meg admitted she needed parental
involvement courses, either through the district’s professional development, or in the
teacher preparation college courses (Field notes, November 14, 2007).
The Need for Support from the Course Professor and from the TA
Although Yazmin was trying to comply with the Children’s Literature course
assigned project in her classroom, she felt that, as a new teacher, she still needed some
extra support from the professor. She thought that class discussions and article readings
were still not enough to guide her into doing a good project. Yazmin expressed her
concerns regarding her needs and the professors’ expectations for the Home-Classroom
Collaborative Project in her first interview. The following is an excerpt of our
conversation:
So, I guess that will be my concern, that, give us more support instead of
making your suggestions saying we can do this, we can do that, this
worked for me. Well, yeah, you’ve been in it for so many years. This is
our first year in it and I think that the professors assume because we’re
students for our masters program that we have so many years of
experience. This is my second year as a teacher. So this is all fresh and
new to me. And other teachers haven’t been in school in ten or fifteen
years, so it’s new to them again. So guide us... Don’t just assume, ‘okay,
here’s the assignment, get it done, and I know you know what to do
because you’re a Master’s student. (Excerpt of 1st Interview, spring 2006)
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At the school level, the teachers were working under circumstances like the
pressure of state visitors’ visits for checking on teachers’ compliance of the mandated
curriculum, devoting every minute of the day to ‘staying on task’ (with no time for
recess), taking time for practicing for the state tests, etc. These pressures were having an
influence on some student’s behavior, who sometimes were showing resistance to stay
on task indicated by their disruptive behavior (e.g., having side conversations, invading
other students’ working spaces, not doing the work even when they remained silent, and
pretending they were focused, etc.). Yazmin and Meg did not like to see these situations
happening in their classroom.
Focal Teacher’s Practices Based on Their Assumptions
It is important to know where we come from in order to know where we want to
go next in our research projects. Yazmin and Meg were coming from different sets of
assumptions that guided their practices, which they were not aware of. Yazmin assumed
that if she had the opportunity to see the parent-child interactions in her classroom, she
would gain more knowledge about parent-child connections, knowledge she needed for
being able to help the families with the social skills she supposed they lacked. This way
of thinking convinced her to have in place an open-door policy,
Meg, on the contrary, thought that only by looking at what the students did in the
classroom, paying close attention to the formal and informal assessments that were done
in Kindergarten, and watching the children’s ways of behaving around the other kids
and/or adults was enough information for an experienced and knowledgeable teacher like
her to understand her students and to get to know them thoroughly. Therefore, her
invitations for the families did not include them as presenters in her classroom.
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Sometimes both teachers had difficulties figuring out where to go next with their projects,
or expressed some doubts, since they were implementing new practices.
Yazmin’s Challenges
Yazmin engaged in this research process because she wanted to learn how to
develop home-school partnerships with her students’ families. The idea of having
families in her classroom to do presentations for her class was a thrill and at the same
time a source of tension for her due to her situation with the Spanish language and her
lack of confidence in speaking to the Latino parents. The idea of speaking Spanish to the
parents in front of her class made her hesitant, although in the end she did invite the
parents. This meant that she would need someone to guide her into such practices before
she could do this by herself. That was why I decided to take part in her classroom family
meetings as a model of dialogical practices with families.
I was surprised when Yazmin indicated that she needed help in dealing with
Latino families because she had some specific limitations with the Spanish language that
hindered her effective communication with the Latino families who did not speak
English, which were the majority. One of my assumptions about Yazmin was that
because she was from Puerto Rican parents she knew Spanish very well and was
bilingual. I discovered my own assumption when she told me that she did not speak and
write Spanish as a native speaker, and although she was able to sustain a casual
conversation about school issues with some parents, it was difficult for her to understand
all ot the different varieties of Spanish that families from countries such as Guatemala
and Mexico brought into the conversations.
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Another difficulty that Yazmin encountered was her lack of confidence in
speaking Spanish to a group of parents in her classroom, that is, to use her second
language in front of native speakers. On top of this, her idea that she was not born with
the talent of public speaking, made her more intimidated to talk in front of a group of
families. For her, using her Spanish in front of Latino parents would bring more
limitations than advantages, as she told me.
Towards the end of the research process, in April 2007, Yazmin was taking the
Spanish as a Second Language ACCELA course and practicing her Spanish with her
students and families more easily. She saw it was not as difficult as she had imagined
and by the end of our research she took her first risk to lead a classroom parent meeting
in Spanish. Feeling more relaxed interacting with the Latino families in Spanish; she
decided to invite the families to participate in the social studies unit about the Bill of
Rights as collaborators. Yazmin and her third grade students worked together writing
and translating an invitation letter for families to participate in the Bill of Rights Unit.
Those letters went home in the families’ first language, signed by the children and the
teacher. Some parents said this letter motivated them to participate in the project.
A salient feature of this project was that it was collaboratively created in the
classroom with the families’ input and every family who showed up agreed to follow up
with their children at home. The families who were not able to attend the meeting
received a copy of the Home Bill of Rights approved in the classroom and agreed to use
it with their children at home.
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Finding Possibilities
Learning about the students’ families’ funds of knowledge provides teachers with
resources they can use for their students’ literacy development in the classroom. The
construct ‘funds of knowledge’ builds on the idea that “every household is in a very real
sense an educational setting in which the major function is to transmit knowledge that
enhances the survival of its dependents” (Moll, 1990). The use of this approach in the
classroom is one way of using students’ knowledge and prior experiences as a scaffold
for new learning. Finding ways of learning from the families through home visits with
Yazmin and Meg in this research brought possibilities that are discussed in the next
section.
Learning about the Latino Families’ Funds of Knowledge
In a visit to Amanda’s home, Meg and I observed how the mother was taking part
in her daughter’s education by providing her with a space to work with and the adult help
she needed. Beside her bedroom, she had a little room for doing homework arranged
with a computer, a desk, a bookshelf full of books in English and Spanish, and some
instructional games. It was in this cozy room where mom and daughter had fun taking
the roles of teacher, student, and doing school work together. The mother proudly
showed us everything she was doing at home for helping her daughter to learn both
languages, English and Spanish.
During this home visit we both learned that these Latino parents tried their best to
support their daughter’s education and that they even purchase computer programs in
English and Spanish, alphabet and number cards, pictures, books in both languages, and
many more supplies and materials to help the girl succeed in school. Amanda was
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developing her literacy skills at home in both languages with her parents’ support. Her
mother did not speak English, but she was beginning to learn English words by listening
to the students in her daughter's school, where she had a job as a lunch mother.
Nevertheless, not knowing English was not a barrier to helping their daughter with her
English literacy development at home. They did help with their love and caring, their
constant support, providing a space for the girl to learn at home using the computer and
other instructional resources in both languages that they purchased for Amanda. They
admitted that it was important for Amanda to learn English and to continue to learn
Spanish at home so she would be able to communicate with her grandmother and her
other relatives who do not speak English.
Another way of learning about families’ funds of knowledge was by means of a
collaborative examination of videotapes of family presentations in the classroom. During
my 30-minute meetings with Yazmin and Meg we talked about the most important topics
related to our research. In some of our conversations about family visits we went over
the literacy events that those family visits created in the classroom.
We noticed that each different family brought a particular discussion to the
classroom that very much sparked the students’ interests and engaged them in relevant
and interesting conversations that made learning very exciting and connected to their own
lives. Even those students who were regularly quiet or seemed to be withdrawn were
raising their hands competing for a turn to make comments or to ask questions. We also
noticed that some of the families who came in told the class about their lives and their
education. For example. Max’s mom worked at an office in the Housing Department,
was computer literate, and in addition, a painter. Mrs. Lajara, Felipe’s mom, was a
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school paraprofessional who was going to college (after school) to get her degree in
education; Aida’s mom graduated as a secretary in Puerto Rico, before traveling to
Springfield, but she never took a job and stayed at home taking care of her two daughters
due to Aida’s physical disability
Sometimes I had conversations with family members at church, or at the
marketplace, in which I learned about the students’ family lives as well. Other times,
when parents came to school for a classroom activity we had conversations at school that
provided me with more information regarding the students’ families' funds of knowledge,
which I brought up later to the teachers’ attention. As a researcher and PA, I was not tied
to the school schedule, which meant that I had more opportunities than the teachers to
talk to the parents in the school, between my classroom visits.
Other occasions, when the teachers knew about some family’s talents they would
tell me. In this way we were able to learn from one another about the Latino parents’
talents, such as painting, sewing, mechanics, agriculture, construction, arts and
handcrafts, playing musical instruments (the maracas and the guitar), poetry writing,
cooking, making costumes, etc. We were becoming one another’s’ informant within our
researcher and participant roles.
Enriching Mandated Lessons by Including Families’ Funds of Knowledge
How could teachers who were working under accountability systems and teaching
scripted lessons, like Meg and Yazmin, open spaces in their hectic schedules in order to
connect with the students’ Latino families, to share information with them in their home
language, and to support continued parental involvement at all times, as Delgado Gaitan
(2004) suggests? It was not an easy task, but they had a self-created action plan that they
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could adjust to the specific circumstances of their classrooms (created in the ACCELA
course). It was not a scripted plan, like the scripted lessons they got from the district.
They were able to adjust and change their action plan depending on the time and the
possibilities they had. The teachers were free to choose from their activities to try new
ones according to the topic or the unit they were teaching.
Being able to know about the families’ background experiences and abilities
helped the participant teachers to enrich their teaching of the district’s mandated lessons
by include the families’ funds of knowledge in the curriculum; a strategy that made them
feel ‘safe’ as they were doing something that was really important for their students’
literacy development. The teachers were able to plan their units accordingly so that the
curriculum was connected to the students’ cultures and home experiences in meaningful
ways. For example, when Meg worked on the unit titled How Our Classroom Family
Shares, she sent surveys to all of the families and got information about the different
activities they shared as a family. Based on that knowledge she made a class book about
the topic and later her students made personal little books to take home.
Using the Language Experience Approach with Kindergarteners
Meg ‘s use of the language experience approach allowed the students to dictate
her the entire text for class books, which they helped to revise and edit by adding or
eliminating some details, using the dictation method. Because the class book was based
on the students’ families own experiences, and they had actively participated in the book
writing process, the students were able to remember the text and to read it back to Meg at
unison.
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As part of the social studies curriculum, Meg worked on a class book about
families and the reasons why they move to different places, using the same procedure. In
her daily message, she surveyed the students’ preferences by writing the following
question in her chart: Would you like to live in a town or in the country? Underneath the
question she made drawings of a town and the country, divided by a line, and left enough
space for the kids to sign their names under their place of preference. Peelar, Amanda,
Luis, Brent, Trinity, Edwin, Bryan, Orlando, Tatiana, Justin, and Max signed under the
town. Aliser, Naomi, Ian, Kwameesha, Alejandro, Kiara, Jean, Kamarii, and Naomi
preferred the country.
After the whole class read the morning message, the students counted their
signatures under each preference and a child wrote the totals in a circle. Afterwards the
kids told the class why they preferred the town or the country. Then the teacher asked
them to tell which group had more or less people. As the students told their comparisons
she wrote those sentences on chart paper and asked the class to read them with her help.
As they engaged in the dictation of the book text, the students talked about their
experiences about moving and Meg wrote what they said. Meg used her students’ own
experiences to write the first draft of the book. The kids helped with the text revision and
then decided which text they wanted to take out or to keep in their chart. I was the person
who cut the chart into sentence strips and pasted them into a book format. The students
illustrated the pages and the book was finalized. The class big book, titled The Family
Moved, was one of the students’ favorite, probably because in addition to dictating the
text, they also contributed their own drawings to illustrate it. Even though the theme was
a social studies topic, it was used in math, reading, and writing; the students’ literacy
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development was connected to their academic learning and interconnected to their own
lives.
Connecting with the Families: The Bill of Rights Unit in Yazmin’s ELL Class
When Yazmin's third grade ELL class was working on the Bill of Rights Unit in
the social studies curriculum, Yazmin invited the families to talk to students at home
about the rights the U.S. citizens have. In the classroom, she was helping the students to
learn that every right entails a responsibility. To make this idea explicit, Yazmin
reviewed the class rules with the kids; schools provide everyone with a free education but
it was the students’ responsibility to follow the school rules. They worked together in
some sheets that Yazmin found through the internet and made, as the students and their
families were asked to work together at home on a writing piece about their home rules.
In that way they were contributing to the curriculum. Also, as the students were reading
their family’ notes to the class, they were practicing their reading skills in meaningful,
connected ways. Students were learning about American citizens’ rights and about the
responsibilities that those rights convey toward the community.
In her desire to connect the families to the school activities, Yazmin invited the
parents and the family members to have small group conversations and discussion in the
classroom with the students to work together on the writing of a Home Bill of Rights that
all of the families would follow up with their children at home (This unit will be
discussed in detail in the next section). Yazmin said she was thrilled to see more parents
than she expected in her classroom. She took her first risk with Spanish and addressed
the parents in their home language, even though she admitted she was feeling nervous
and insecure about her Spanish. She also allowed the parents to do their talking and

writing in Spanish. Raymond’s mother, who was a newcomer to the city, said to me that,
“I feel good here because I can understand everything. She (the teacher) is helping my
son a lot” (Field notes, April 2007). Like Raymond’s mother, other parents were very
happy to hear the teacher speaking in their first language. This literacy event, done
collaboratively between parents, family members, students, and teacher, brought
everybody together. It also showed Yazmin that her Spanish was well understood and
that she was able to work collaboratively with the Latino families.
Yazmin and Meg were trying to answer their own inquiries for the ACCELA
course by focusing on their own ways of thinking and acting with families and students
from the diverse population. They started by looking at the challenges they were
experiencing on a daily basis, trying to understand what was influencing their decisions,
so they would be able to take the next steps. Gradually, with time, dialogue, and
reflecting on their own practices and procedures, each one at their own pace, they started
to understand their roles as teachers doing action research.
Chapter Summary
The past chapter intended to present an analysis of the research data related for
answering the following questions: 1) how are the participants’ understandings and
assumptions about building home-classroom partnerships reflected in their discourses and
their practices? And 2) given the research context, what kinds of tensions, struggles, and
possibilities are relevant to the process of building home-school partnerships?
The chapter began with a summary of the study purpose and questions and then
moved to the analysis of the first research topic: Examining participants’ new
understandings and assumptions, through the main categories that the topic generated.
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The topic analysis included the participant teachers’ action plans for the development of
home-school partnerships with diverse families and a description of some of the
collaborative projects done by the families and the teachers together.
As the participant teachers’ new understandings, assumptions, and reflections,
were analyzed, I illustrated some of them with selected transcripts excerpts, jointly
chosen by the study participants and me. Some of the teachers’ tensions, challenges, and
struggles (e.g., the need of support from school administrators and ACCELA course
professors, teaching to the test within hectic schedules, and language barriers) were
discussed in this chapter as well.
The chapter explained how the teachers and the researcher learned about the
Latino families funds of knowledge and how the teachers were able to comply with the
mandated district lessons and include the families funds of knowledge in the curriculum.
New understandings among all of the research participants, including the researcher,
were a result of this study inquiry process that sometimes felt unsettling, complicated,
and uncomfortable, but that brought some changes in some of the social and literacy
practices co-constructed by the research participants.
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CHAPTER 7
BUILDING CONNECTIONS WITH LATINO FAMILIES
This chapter presents the discussion, analysis, and interpretation of one of the
topics investigated in this study: developing home-school partnerships with Latino
families. Three categories relevant to the theme: interactions, social and literacy
practices, and changes are discussed in this chapter. As was done in the prior chapter,
some critical events and transcript excerpts will be discussed and analyzed as examples
of the theme and the categories they generated.
The data analyzed in this chapter attempted to answer the last two research
questions articulated in Chapter 1:
3. How do the social and literacy practices co-constructed by the research
participants have an effect on the process of building home-classroom
connections?
4. How do the research participants’ understandings and assumptions change over
time?
During the first year of the study (2005-2006), the teachers and families who
participated in the study were involved in a series of interactions initiated around the
development of the teachers’ assigned home-classroom collaborative projects for their
ACCELA course and sustained throughout the rest of the school year. During the second
year of the research (2006-2007), the participant teachers engaged in home-school
connection practices that emerged because of their new understanding gained through
finished research projects done for their home-classroom collaborative projects
assignment and from the constant knowledge they were gaining from other ACCELA
courses.
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Before talking about the actual practices that occurred in the research site, I will
discuss some connections between literacy and social practices relevant to this study.
Literacy as a social practice is located in the interaction between people; that is, literacy
practices are mediated through social relations between human beings belonging to
particular communities. These practices are inferred from the patterns developed by
those people for using reading and writing over time. Literacy practices are integrated
into wider practices that involve talk, interaction, values, and beliefs. Thinking of
literacy as a social practice establishes connections between the acts of reading and
writing and the social structures in which reading and writing are embedded and which
they, at the same time, help to shape (Barton & Hamilton, 1998).
In this specific research, literacy is seen as a social practice, located in the
interactions between the focal teachers, the students, and their families while they were
developing some new practices for the benefit of the students’ literacy development in
and out of school. At the same time, these practices were occurring inside the already
established school’s registers and literacy practices. The school as an institution, as part
of the national ideological context, and as part of the vision of the system that creates and
supervises it, has its own pre-established and customary ways of including parents in (or
excluding parents from) the school’s literacy and social practices. Schools have their
own ways of defining which literacy practices are valued as the ones accepted. Schools
have their own ways of integrating those accepted literacy practices into wider school
practices that involve talk, interaction, values, and beliefs that constitute the schools’
vision of what education is all about.

The next section offers an example of Daniels Elementary School’s ways of
including parents in the school social and literacy practices as they appeared in the school
improvement plan for the school year 2006-2007.
Participant Schools’ Improvement Plans
After reading the SIP (School Improvement Plans) for both schools included in
this study, I analyzed how parents were included in the school literacy practices. The
following are the ways in which parents and families were included in the plans: Parents
were expected to:l) Attend: Parent-Teacher conferences at least once a year, regular
school PTA meetings, Family Literacy Night, Family Math Night; 2) Read: School’s
monthly calendar, students’ Math Journals, and Parent/Teacher/School communication.
Both schools were satisfied with their parental involvement initiatives. As an example,
let us look at how Daniels Elementary school’s SIP defined their practice of encouraging
parents and community members to become partners as one of the school’s strengths.
This was what the plan said in the SIP’s subpart titled School Self-Assessment - Page 6,
under the column heading identified as Content Area: “The school provides an
environment that is welcoming to parents and encourages parents to act as partners in
student learning.” In the next column, under the heading Strengths in this Area, it read as
follows “Yes, the school encourages parent and community members to become partners
in the learning community. We offer Family Literacy and Family Math Nights, in
addition to a monthly calendar and PTO Meetings.” In the next column, under the
heading Weaknesses in this Area nothing was written, suggesting that no improvement
was needed in the area of parental involvement, which implies that everything is fine
regarding the heading being assessed (Daniels Elementary School Improvement Plan
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2006-2007, p. 62). By leaving that space blank, the school as an institution is suggesting
its conformity with the ways things are done, or that the practices that are in place are
working well for everybody; but are they? This was one of this study’s interests.
Social and Literacy Practices Co-Constructed by the Research Participants
In this section I describe and analyze some of the most salient and critical events
that were co-constructed by the research participants and that were directly related to the
teachers’ engagement in new practices with families (e.g., inviting families into the
classroom as presenters, including families’ stories in the class big books used for whole
class, or for independent reading, asking for help to translate notes going home from
bilingual colleagues, mostly from paraprofessionals working in the same classroom or in
a nearby one, approaching family members in school hallways to invite them to a
classroom activity, doing home-visits, and developing curricular units that involved the
families’ written contributions to the topic). The reason for selecting these events is the
importance and relevance they had for the teachers’ understandings of their practices
throughout our two years of research.
Most of the home-school literacy practices co-constructed by the research
participants that will be discussed below did not appear in the School Improvement Plans.
They were add-ons to the school plan and the teachers knew about it, but still they
managed to make a space for families to enter into their classrooms, into the curriculum,
and into their own hectic lives, for the benefit of their students’ learning. The ACCELA
Program’s expectations that the participant teachers included families as partners in the
classroom was based on the assumption that the teachers had gained new understandings
regarding ways to engage in home-classroom collaborative projects with families. With

the hope that their home-classroom collaborative projects would help them to initiate and
establish “working partnerships for all families,” both Meg and Yazmin initiated their
projects and invited the families to become part of the classroom.
Translating Notes Sent Home
Asking for help from bilingual colleagues to translate notes they sent home,
mostly from paraprofessionals working in the same classroom or in a nearby one, was a
practice that both Meg and Yazmin used in order to complete their home-school
connections projects. Although Yazmin knew some Spanish, she was not able to write it
well, so I sometimes helped with the translations, which made me aware of the activities
she was planning and I managed to save the dates so I could be there to videotape.
Informal Invitations to Family Members
Both Meg and Yazmin understood the importance of establishing not only written
but also oral communication with families. They realized that they needed to approach
families at any place they saw the parents, either in the school hallways, outside, in the
school parking area, or at the office, when they came early to pick up their child. In the
past, teachers had not issued these informal invitations to family members; instead, they
used the formal school-home written communication that was customarily sent home
with the children. But now they had found out that there was more to do if teachers
wanted families to be really their partners in education, and they did extra things that paid
off.
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Making a Classroom Quilt
Motivated by Compton-Lilly’s research that she had read for our course
(Compton-Lilly, 2004), Meg developed the classroom quilt project with her kindergarten
class in the first year of our research, and, by the second year, she had learned how to
work this practice in a more appealing way to fully engage parents and family members
in the project. She took beautiful family photos when the parents came in with their child
for the Kindergarten screening. In some cases, the photos of her Latino students included
more than just the parent and the child since the younger siblings were accompanying the
older ones. Meg told me, “Let’s show the families they are part of the classroom; it’s not
just the students and the teacher.” As Meg told me, the families’ engagement in schoolrelated projects was growing and now she was getting more parents and family members
in the classroom, sometimes before school started, other occasions during lunch time, or
at dismissal, to talk to her regarding the projects, or to ask her questions, things she
perceived as a positive indication of the home-classroom connections. Also, the children
were very pleased to see their family photos as a constant presence of their loved ones in
the classroom, a place where they had to stay for a long day. Simple practices like this
were very much appreciated by both the families and the students, making the classroom
environment feel more like a big family, as some parents told me in our informal
interviews (field notes. Spring 2007).
Inviting Families into the Classroom as Presenters
Following the research done in the same district by Wilson-Keenan, Willett, and
Solsken (1993), and trying to complete an ACCELA course assignment, Yazmin made
open-ended invitations to families to present their knowledge and talents to the class. It

was a new process not only for her as a teacher, but for most of the families as well, who
admitted this was the first time they were invited to present in a classroom. Needless to
say, confusion reigned, but it brought many phone calls, lots of notes going back and
forth from homes to classroom, some translations, and countless students’ questions that,
although at the moment were seen as disrupting the “normal school day,” were later
appreciated as “practices that made family-teacher communication more effective.” It
was sometimes too much for only one teacher to handle, but Yazmin managed to do her
family funds of knowledge project, as she sometimes called it, in a timely manner.
Yazmin’s view of the family presentations in her classroom was the following:
We had parents to come in to talk about their countries, some parents read
books, some parents came in and told stories about family traditions. A
grandmother came from Mexico and she was talking about the ‘tamales,’
and the ‘pinatas,’ so, after she did that we made a ‘pinata’ activity. Each
child asked to make their own pinata.
Yazmin also noticed that there were unexpected results for the parents, who were also
benefiting from their visits when she recognized that:
From there the parents got to meet one another and they became more
sociable. Not only did they know who the child, who the other students in
there were, but they could put a name to the face and they got to see how
the children were interacting and some parents even switched phone
numbers. They exchanged phone numbers and they keep in contact now,
which was surprising for me.
The space that Yazmin opened for families in the classroom not only helped with the
home-school communication, but as well served the families as a site where they
extended their network of friendships. After those presentations, some parents who had
met in the classroom were able to communicate among themselves and sometimes they
went shopping together, picked up their children from school, or allowed their children to
do homework together.
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Although Meg’s action plan for involving families invited families to come to her
classroom to read to the students, she ended up inviting one family to do a presentation
about their art and paintings. After this family presentation, Meg gained such important
knowledge of the process that she told me she would like to continue to inviting families
for the upcoming school year. Later on, when she was presenting her professional
development session in her school for her colleagues, Meg told them:
So when the parents come in, when they visit, I mean, you know that,
these parents are working with the teacher; that we are all on the same; we
all want the best for the child, the parent does and the teacher does.
Including Family Memories in a Class Big Book
Either used for whole class reading, or independent reading for some of the
advanced students, a big book with all of the families’ memoirs about their first day of
school circulated in Meg’s kindergarten classroom during the school year.

The children

revisited the book whenever they had an opportunity to pick it from the reading center at
choice time. Evidence of the children’s appreciation of this class big book was the
multiple times they chose during reading time. This was probably due to the book’s
history and its content.
The big book’s history went back to the beginning of the fall 2005 semester, when
Meg invited the students’ families to send her a written memory of their first day in
school. Her idea for making this book came from an article Meg read in our multicultural
graduate course (Compton-Lilly, 2004) and she wrote in her reflection journal the
following:
This article had some great ideas to foster school-home connections and
to help teachers to better understand our student and families and home
life. I’ll definitely try some of these activities modified to the

Kindergarten level.” (Meg’s Double Entry Reflection Journal, September
28, 2005)
Some days later, on October 12, 2005, Meg’s reflection journal said the following:
I’m hoping to foster a stronger relationship with my students’ families as
I interview them about their first day of school. I want to make them feel
comfortable enough to share their memories with the class.
Meg made sure that the note she sent home to the parents was translated to
Spanish, so that everyone would be able to understand it. However, at the beginning it
was somewhat confusing for some parents, who did not understand if Meg wanted them
to write about their children’s first day in pre-school or in kindergarten, about their own
experiences as a child, or about both, students and parents. It took her some extra phone
calls, more translated notes going back and forth between the school and the homes, and
more efforts to remind the kids on a daily basis to bring their parents’ notes to school.
As each family’s note made its way into the classroom, Meg would read it aloud
to her class, a practice that motivated other students to bring their own without any more
delay. The students’ smiles and facial gestures told Meg that they liked to hear the
families’ first day of school memories. Finally every parent sent their own recount and
the class big book was started. Since some of the memories were written in Spanish,
Meg used her paraprofessional’s help to translate the families’ recounts, which she typed
later for making the book. Meg put together each one of the families’ typed recounts on
one side of a big paper, leaving the other side empty for the kids to put their own.
The book, illustrated with family photos and students' drawings, included parents’
and children’s memories of their first day in school. Making a book like this one was
extremely important for Meg because, as she indicated, she saw it as “the special place
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where the classroom and the families became just one community” (field notes. Spring
2007).
Including Families’ Contributions in the Curriculum
Developing curricular units that involved the families’ written contributions to the
topic was a practice that both Meg and Yazmin carried out. Yazmin involved all of her
ELL third grade students’ families in her unit about the Bill of Rights and Meg did the
same while developing her social studies unit about families’ ways of sharing during our
second year of research.
During our second year of research, Meg initiated a social studies classroom unit
connected to the ELA curriculum, on the topic “How Our Classroom Eamily Shares.”
Her main goal was to make the home-school connection alive and to help the students
understand that in the classroom, like in a family, working together, and collaborating
helps everyone to achieve their goals. She introduced the unit at Parents’ Open House
Night. She put a note pad on an easel with the following question at the top: How does
your family share? About four families answered Meg’s question by writing and drawing
on the chart paper. Although other families did not write anything on the chart, all of
them went home knowing about the unit Meg was working on in the classroom.
A few days after the Open House Night, Meg sent home a survey about the
number of family members, which the students managed to return almost immediately.
She also sent a survey asking ways of family sharing, but this time it took the kids longer
to respond, making a second survey necessary. She stated that families could answer
through their writings, drawings, and/or by using family photos. Although more families
responded immediately, she had to send more reminders home, answer more parents’

phone calls, and translate notes to Spanish for some families, which meant more work on
her end, but she never gave up on the families, as she understood this was probably a new
practice for some of the families. Based on her learning from the prior year’s homeclassroom collaborative project, Meg looked at this experience as a positive way of
connecting and building new relationships in the classroom community. Her awareness
and openness to Latino and diverse families were providing her the means to initiate and
develop her new family project.
As she did the prior year with her “Families and Students First Day of School
Memories” project, Meg read all of the returned surveys to the class and the kids were
very excited to hear how their classmates’ families shared at home. The families were
becoming part of the classroom community in significant ways as Meg continued to read
aloud parents’ notes to the class.
Meg noticed that the parents’ writings in the surveys were very informative and
illuminating for her, as a teacher. She was sometimes surprised by some of the families’
responses, which exceeded her own expectations. As an example, when she read
Johanesty’s parents’ response, she admitted that she would have never thought of this
family doing these kinds of well planned and nice activities just by looking at the child’s
behavior in the school. This was an important step in Meg’s reflections, as she was
realizing that she had lower expectations for some of her students’ families, something
she was not aware of before reading and reflecting about these surveys. Meg was
certainly gaining new understandings about her students’ families and in this way getting
to see the students from the parents’ perspectives - in other words, getting to know the
whole child. She was also gaining new insights about herself as a teacher and about her
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own expectations for diverse families, something that brought Meg into deep reflections
regarding her assumptions.
The students were gaining knowledge of their classmates’ home environments, of
the different kinds of families in the community, and understanding how their classroom
was really like a family. The classroom community was expanded and extended into the
children’s homes and neighborhoods and the family members were becoming members
of the classroom community as well. Meg was using a book titled Families Share by
Rozanne Lanczak Williams (1996), which portrayed diverse families sharing in different
scenarios and had the following rhyming text.
Families Share
Families share the chores.
Families share the play.
Families share a meal together
Every single day.
Families share the hard times.
Families share the fun.
Families share the work to do,
And families get it done.
While developing her unit, Meg was using the Language Experience Approach
(LEA), based on Ronald L, Cramer’s methodology (1994). This approach was not new
for Meg and she mastered it. What was new for her was the way in which she was
combining the approach with the families’ input in the curriculum, a practice she was
incorporating in order to complete her ACCELA’s course projects.
According to Peregoy and Boyle (2005), the good thing about this method is that
it is the student who provides the text, which then constitutes the means of instruction.
Therefore the language experience reading is adapted to the student’s own interests,
environment, and understandings, and in this particular case, to the families’ input. Meg
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noticed that her ELL students were benefiting from her practices of accessing families’
funds of knowledge through surveys, using children's personal experiences on how they
share with their families, using language for making meaning, and freeing the students
from having to decode every single word in order to read what they dictated to the
teacher.
Meg knew that she was doing three important things at the same time: following
the district social studies mandated curriculum, using the mandated state standards, and
as well, making instruction meaningful by accessing families’ funds of knowledge. She
also understood that she was making families her curriculum partners and her students
were learning how to read and write, as they were becoming a family in the classroom.
“After all”, she said, “this is what I am expected to do as a teacher.” Meg was following
what was mandated under the NCLB law and making education alive for her
kindergarteners.
When Meg did a presentation for the teachers in her kindergarten team at Daniels
school, which she did as part of an independent study she was taking with me during the
fall of 2008, she proudly talked about her new practices and mentioned the Family
Sharing Unit as “the big project,” which she saw as a great example of accessing the
families' background knowledge. Meg’s presentation to her colleagues was taking place
two years after she had initiated our research together and now she was letting her family
involvement strategies to grow in new directions. She explained to me that her unit on
family sharing had started this present school year since the family orientation night, but
this year, instead of asking the parents and family members to write how they share as a
family on a chart, she asked the attendants to interview one another about their own ways
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of sharing at home and then let them write about it. This practice, which started just as a
teacher-taken family photo for a classroom quilt, ended up as an activity in which
families were interviewing other families and writing for the classroom’s family book.
As a family involvement practice, this one took a new form and evolved from one year to
the other, evidence of the teacher’s commitment to involving families in their children’s
education in her classroom. This is what she told her colleagues with a big smile on her
face:
This is the big project that I did last year and this year about our classroom
family and how our classroom family shares like a family. This is really a
great example of accessing their background knowledge, sending many
different surveys, finding out who’s in that family, and how the family
shares, their practices that they're doing in the homes. They’re sending
pictures; they drew pictures and worked on them together. Finally, we got
many writing experiences in the essays they would make. They made a
book for comparing families’ sharing and classroom sharing and how they
were alike, comparing the two. So that was a wonderful project; that was
a great way to bring the family into the classroom. (Field notes, Fall 2008)
Since the beginning of the school year, the families had been already included in
the classroom quilt, as classroom members, but their participation in the classroom unit
“How Our Classroom Family Shares” gave them a new membership; it included them as
direct participants of the process of teaching and learning. As the families were writing
and responding to Meg’s surveys, they were engaging in school related practices, such as
writing notes to the teacher, conversing with their kids about the school work, asking
their child to make a drawing about family sharing, drawing family pictures and working
on them together, and so forth. These practices were connecting the homes to the
classroom in significant ways, opening a space for the families in the social studies
curriculum and validating what they were doing at home with their children.
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The family-child interactions going on at the homes, when parents and kids were
talking about school work in order to fill out a survey that needed to be returned to
school, or making family drawings connected to the social studies unit, had a direct
repercussion in the classroom activities (when Meg showed those drawings and let the
child describe what had been done at home, and when she read the parents’ survey
responses to the class). What was done in the classroom was entering the students’
homes as they told their parents about the activities they were doing with parents’ surveys
going back to school (kids were writing and illustrating their own family sharing books in
the classroom during the writing period, sharing their stories with the class, comparing
and contrasting classmates’ families sharing activities to their own, and so forth). During
some of my visits to Meg’s class at the end of the semester, she told me with excitement
that sometimes the family members (mothers, aunts, grandmothers, and a few fathers,
too) were telling her they were glad they knew what was going on in the classroom so
they could help their kids at home (field notes, Spring 2007).
In a way, I saw how Yazmin’s metaphor, “Interactions are a circle,” was taking
form in Meg’s classroom. The families’ literacy practices were becoming a part of
Meg’s classroom literacy practices and were included in the daily lessons as the teacher
read for the class what the families were sending in with their children.
In Yazmin’s classroom, families were invited to participate in the social studies
curriculum as well during the time she was working on her unit titled “The Bill of
Rights.” Like Meg, she wanted the families and the students to be connected like one big
community. For her, home and school should be working together and have the same
goals for the kids, so they could learn and achieve to their best ability. Yazmin was a
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task-oriented teacher who could not bear to see her students wasting a minute during a
school day because she wanted them to do their best academically. One concern she had
with the students was that some of them were not doing homework, something that she
talked about every day in class and viewed as invaluable for the students’ learning
through their second language. When talking to parents in teacher-parent conferences,
she firmly insisted on having routines and structure at home to help kids comply with
homework (Field notes, April 11, 2007).
When she initiated the unit about the Bill of Rights, she focused on the
importance of understanding that rights and responsibilities go together. This is how the
classroom rules came into the discussion of the Bill of Rights; the students had
responsibilities at school, as they had at home: follow the rules, which were there to help
them to be and feel safe and to get an education in an orderly manner at all times. As a
result, Yazmin invited the families to share their home rules with the class. She wanted
to have the families’ contributions in her unit because it would give her students and their
parents an awareness of the other students’ families’ rules and from that new knowledge
they would come up with some common rules for all of them, as a big family. In other
words, she wanted the families to learn from one another. For that reason, she worked on
an invitation letter in English and Spanish for parents to take part in the social studies unit
about the Bill of Rights. However, her invitation originated in her worries about some of
her ELL students’ spending too much time on the streets, which she believed had a
negative impact in their homework routines and study habits at home. This was
something she wanted to try in order to help her students to “develop their study skills

further (including doing homework everyday) in order to be ready for the end of the year
tests” (Field notes, April 2007).
Yazmin used to think about the classroom and their homes as one community.
Therefore, she wanted to bring the families into the classroom to get to an agreement on
three home rules that every child would follow at home during the rest of the semester
and expected the students to follow the classroom rules during the day. She sent letters
home inviting families to come in and decide what ‘the Home Bill of Rights’ would be.
In order to do that, the students and the families had to bring at least three of their family
rules and work in small groups in the classroom to vote for the set of rules (and
responsibilities) they wanted for everybody to follow at home. This is what the letter
Yazmin and the third grade ELL students wrote together for the parents:
Letter to Parents
200 North Street
North Community School
April 25, 2007
Dear Mom and Dad:
We have been learning about the Bill of Rights in Social Studies. Every
American citizen has certain rights provided by them by the Bill of Rights.
We want to make a Home Bill of Rights. I want to write at least three rules that I
should follow at home. We are trying to make a school to home connection.
On Monday, April 30lh, at 12:00 noon, in North Community School, we will be
working on our paper. If possible, can you please come to school to participate in
our Social Studies activity?
Love,
(Student’s Signature)
The kids were very involved in the process of writing the letter. After they
dictated their ideas to Yazmin, and helped her to edit the letter, they copied and signed it
and took it home. When the families came in they were very enthusiastic about the
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conversations and the discussion was moving. Although some of the families came
prepared and ready to share their home rules with the students and the other families, the
task was somewhat confusing for some parents who did not know what was expected
from them. Some families had to bring their toddlers with them, which added a bit to the
noise level in the room.
The teacher was content with the turn-out of more parents than she was expecting
in the classroom (11 parents came in), but it took her more time to get them organized;
something that made her conclude that having families in the classroom always meant a
new learning experience for the teacher because no matter how well planned an activity
with parents would be, unexpected surprises would happen.
Families who did not speak English were speaking and writing in Spanish in their
small groups, which Yazmin accepted as something legitimate. At the end of the
meeting, some universal rules were approved and copied by the students, which read like
this:
Home Rules
1.1 will do my homework everyday.
2. I will respect adults.
3.1 will try to get along with my siblings and my parents will set the example for me.
Yazmin saw that the first rule was related to homework, so she realized that the
families valued education. Respecting adults and getting along with siblings was
something that these Latino families valued for their children in order for them to be
“bien educados,” (which means for them to be respectful and have good conduct).
Yazmin was able to gain first-hand knowledge of the Latino families interactions with
their own children and with their classmates in the classroom discussions and
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conversations that happened at that meeting. She witnessed the polite, caring dialogues
that were going on, in Spanish and English, between parents, relatives, siblings, and
children, who welcomed her opinions and contributions, as the teacher in charge, as their
leader. Most of the families brought in their written rules and some of those who could
not show up sent theirs with their children, who were avid to read them to their small
group members. The following is an excerpt of the conversation that Yazmin and I had
later about this event (Field notes May 2007):
1. N: And now, talking about the activity that you did on your own for the
Bill of Rights, with the parents. You didn’t need my help for that!
And you say you’re not ...
2. Y: (You) translated a little.
3. N: But that was the only thing that I did. So, you thought about that,
you imagined that. You had an idea and you put it into action.
4. Y: Uhu.
5. N: So, how do you feel about that? I...To me that’s an accomplishment.
6. Y: 1 felt good. I had a bigger turn out than I thought. And the parents
worked well with their own individual kids. And with the other
children that were in the classroom. And a lot of parents asked me,
“Can we write in Spanish?” and I said, ‘yeah, we all speak Spanish
here; we all read Spanish here;’ which is fine. So, I think...
7. N: Yeah...
8. Y: That put the parents more at ease. Parents felt good about that
because a lot of the parents don’t speak English. And when they found
out they could write the rules in Spanish, what a difference it made! I
just heard every group talking; (and saying) “this is why I have this;
why I don’t have this”.... So, that was a good success.
9. N: I think so. I agree. So, does that experience make you feel more
confident about yourself as a teacher who can deal with parents?
10. Y: I don’t think more confident. I just was able to complete my goals.
I wouldn’t say more confident. Because, still, I’m hesitant to approach
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certain parents because I know they’re going to go full blast on me in
Spanish and I’ll be, Oh, hold on!
11. N:Oooooh! Okay. So, I...
12. Y: That's where my lack of confidence is coming.
13. N: I’m getting the situation clear. So, it’s not that you don’t feel
confident, um, by inviting parents, is that you are afraid of being
talked to in Spanish and not being able to...
14. Y: To respond. Yes.
15. N: Oh, that’s another issue, Yazmin!
16. Y: Yes. (Nodding)
17. N: But it’s good that you know it. You know. Because now you’re
taking Spanish!
18. Y: Uhu.
19. N: And there you’re going to get it.
20. Y: I have a Spanish-English dictionary that is like my bible
21. N: Oh, that’s great!
Through my preliminary analysis of this conversation with Yazmin, I was focusing
on three different points: 1) what exactly she included in her definition of this practice of
involving families in the classroom curriculum as ‘a good success, ’ 2) her new
understandings from the activity, and 3) her assumptions.
Based on Yazmin’s thematic progression, what she said at the end of turn #8 about
the activity: “So, that was a good success.” I traced this theme back to her prior
sentences in the same turn: “Parents felt good about that because a lot of the parents
don’t speak English,” which also referred to the prior theme in a previous sentences
(initiated in turn #6 and finalized in turn #8): “So, I think...that put the parents more at
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ease.” This thematic progression shows that what Yazmin's theme was referring to when
she defined the activity as a success was that many parents showed up, they were able to
work well with their own and other kids, and to the fact that she allowed them to use their
native language to write the rules and do their presentation in the classroom.
The way Yazmin let the parents know they were allowed to use Spanish in the room
was giving her an identity of a Spanish speaker like everybody else by saying: “Yeah, we

all speak Spanish here; we all read Spanish here.” She was including herself as a
participant, with the parents and the kids, in the process of speaking Spanish. If the
reader recalls, during the first interview with Yazmin in the 2006 spring, she was
maintaining a distance from the parents by saying that one of her challenges was not
being able to speak Spanish in front of a group of parents in her classroom, a challenge
that she was now beginning to overcome, although she still was not as confident as she
wanted to be, as she tells in turn #10.
Answering my second point in this analysis I will turn now to Yazmin‘s new
understandings through the activity. Based on what she said in turns #6 through 12,
Yazmin has gained an understanding of the importance of welcoming families’ first
language in the classroom. She also shows an understanding of the role of families’
collaboration for enriching the school mandated curriculum. Finally, one important idea
that Yazmin is revealing is her understanding that in order for her to feel more confident
with parents in the classroom she needs to overcome her own fears and take the risk. One
thing that was helping her to take the risk was the Spanish as a second language courses
she was taking through ACCELA.
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The third point of the analysis was Yazmin’s assumptions. Regarding her claims,
one could say that she assumed the parents needed to come to the classroom to learn from
other families as she expressed in turns #6 and 8 respectively: “And the parents worked
well with their own individual kids. And with the other children that were in the
classroom'’; “I just was able to complete my goals.” Her goals were that all the families
followed the same three home rules with their kids at home, including one which said that
all of the students were committed to do homework everyday. (The three home rules are
on page 205 in this chapter.)
Later on, as usual, Yazmin was reflecting on the results of this new activity. She
admitted she was surprised to see how the families who came in had everything in place
regarding rules and conduct codes for their children at home. She also noticed that the
family-child interactions were illuminating and that, as a teacher, this experience made
her trust the students’ families more. Doing this activity helped Yazmin to see more
child-parent and family-teacher interactions, which convinced her that including families
in this way in the classroom curriculum was a great way of gaining a better knowledge
and understanding of her students’ families and also that these Latino families had good
ideas to contribute (Field notes, April, 2007).
This literacy event was very significant for the teacher in that she gained first¬
hand knowledge of her students’ families and learned that her expectations were lower
than she imagined. Seeing this was a good way for her to learn about her own
assumptions and expectations regarding the families. She also learned that her use of
Spanish was not as big of a barrier as she had thought before. I was there to help her with

the occasional translations she needed and also some parents and students were willing
to help her immediately when she asked for a word and this made her feel better.
This literacy event was very significant for the students and for the families, too,
because it made the home-classroom connection become a real practice in a third-grade
ELL classroom with Latino students and families. The families felt included and valued
as partners in their children’s education, as some of the parents who attended the activity
told me at the end (Field notes, April 2007). Even though they already had their home
rules for their children in place, they were glad to have the opportunity to listen to what
other families were doing at home for helping their children to be “bien educados,” or
well behaved and respectful. That is why they agreed to become part of the teacher’s
project of establishing three common rules for the students at home. They did not mind
being asked to come in to talk about their ways of interacting with their children at home
because they felt as a part of the teacher’s plan and they knew the teacher was trying to
help their children in school. Also as Latino parents, they were glad to have input into
their children’s discipline
Keeping an Open Door Policy for Families
Yazmin's belief that parents should visit the classroom and sit together with their
child for some time during the school day in order to become aware of what was going on
in the class was one of her guiding principles in education. This reflected on her practice
of having an open-door policy in her classroom all the time. The purpose of this practice
was threefold: to help the parents to know her better as a teacher, to help the parents to
understand better the grade’s expectations, and to have more child-parent interaction in
the classroom, which for her was very important. Yazmin described what was going on
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when a parent took advantage of her open-door policy and came to the classroom to
observe:
And the parents are taking notes on what I'm teaching and what the child
needs to be doing. They can interact and tell them exactly what’s going
on. And the parent just basically is observing, observing me, observing
the child, observing how children interact with each other, are they
focused, are they not focused? Looking at school work, so the parents also
take in information.
All of the above was information that Yazmin thought would benefit the families, as they
were learning more about the school’s procedures, the classroom environment, and their
own child's ways of learning. And this connects with the ways in which Yazmin looked

3
at the parent-teacher-student relationships. She said that for her it was important that her
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students knew who she was and where she came from, so they could connect to her, as
she explained in her own words:
They (the students) know my husband; they know my son and I’m very
open with them. I spoke with them because, again, as a child, we have
these assumptions... This is the perfect family, mother an father... two
kids, a white picketed fence on their house. So I tell them that it’s not like
that. I used to live in the ghetto, too. And it was mommy, it was just
mommy, I never knew my dad. And I think that brings a stronger
connection to the kids because they can relate to it.
Several times Yazmin talked about her disappointment about not too many

<<
M

II
)l
>

If

parents showing up or not taking advantage of her open-door policy. Making possible
interactions between the parents and their children in the classroom was something that
she was looking forward to, but it was not happening as she expected. This was
something that I could not understand well at the beginning of the study because Yazmin
had told me that only three parents had been in the classroom to spend time in the
classroom with their child.
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Sometimes I questioned myself why was Yazmin speaking so much about the
interactions developed by parents and students in the classroom. Going through the field
notes I found out she was looking at the interactions between parents and students in the
classroom in a metaphorical way: “Interactions are a circle, everything is connected. I
think that the more interaction that goes on with the parent and the child when it comes to
school. I’ll see more academic gains in the child,” she said in one of our conversations
(Field notes, Spring 2006). Although I looked at interactions from a broader perspective
that included as well the family-child home and community interactions, I liked
Yazmin’s metaphor and decided to explore it in more depth with her help. When I paid
more attention to this metaphor as something significant for her, I started to look in the
data for instances in which we had been talking about this, a search that provided some
results.
Yazmin was looking at parent-child interactions as her mode of getting more
information about parents and children’s ways of connecting to one another, as her way
of gaining knowledge about her students and their families. Instead of her going to the
homes, she wanted the parents to come into the classroom. She looked at interactions as
a circle, as she explained to me, because a circle has no beginning, no end, and it
reflected what happened with the interactions going on in the home as having an
influence in the classroom and those happening in the classroom as influencing those in
the home. She defined the process as something that goes on between two worlds: the
home and the school and as something that evolves through the time.
My question was: If she did want to learn more about the students’ families what
was stopping her to do home visits if she had learned about this practice in our
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Multicultural Children’s Literature course some months ago? First, she said, it was the
lack of time during the school day and her busy schedule with ACCELA after school.
There was still another reason; her fear of speaking her “bad Spanish” (as she referred to
her use of her first language) in the parents’ homes in which everyone knew Spanish.
Therefore, she invited them to come to her classroom where she felt safe, being in her
own world.
When we talked about the language barrier, Yazmin said she did not feel
confident to initiate a conversation in Spanish with her students’ families. By the end of
our research, Yazmin was taking an ACCELA course of Spanish as a second language,
which was helping with her use of Spanish with the Latino families.
Doing Home Visits
When teachers do home-visits as researchers who free themselves from deficit
views, they can get to “see what is there,” in Mercado’s own words. According to
Mercado (2005), the greatest challenge of studying local literacy practices is for the
researcher to get to see what is there. She argues that “the deficit lens is pervasive,” it
could be found even among those people who identified themselves with local, Latino
families and that “studying local literacies requires that we substitute less familiar lenses
for more powerful ones that color and define what constitutes social and cultural capital
in our society” (p. 250, in Gonzalez et al., 2005).
Mercado’s quote is relevant to this study’s context of culture, in that it was a
challenge for some of the Springfield teachers to change or to get rid of their own lenses,
through which they were looking at minority students and their families. Both of the case
study teachers in the present study admitted that their own biases were in conflict with

their perceptions of their Latino and diverse students’ families until they did home visits
and/or invited the families into their classrooms.
Meg’s own experiences with Latino families and students went back a few
decades ago, in the 1970s, when she admits she was one of those teachers who thought,
“Oh the Hispanic families do not care; these students who come from Puerto Rico do not
want to learn anything!” (Field notes, 11-29-07). After some years of practice, Meg
stayed at home taking care of her own children and just a few years ago she came back to
teaching again. Recently, as an ACCELA member, she has been reflecting on her own
ways of thinking about her students’ families.
Although their schedules were very busy and the days passed by so quickly in
North Community and Daniels schools, Meg and Yazmin both found the time and the
way to do a home visit. This practice helped them to finally be able to “see what is
there.”
Meg’s Home Visit
Meg and I found our way to visit her case study student’s home after I had a
conversation with Amanda’s mother. The initial conversation went in two languages
because Sukel (Amanda’s mother) was more confident speaking Spanish although
occasionally she used some English words. I was the translator for them and noticed they
really knew more of their second languages than they would admit. Topics about school,
work, education, high school diploma, getting a higher education, were talked about and
afterwards Sukel showed us around the house.
The following is an excerpt of my field notes about the visit:
When we arrived at her house, Sukel was smiling at us by her door and
immediately gestured a ‘come in’ hand signal at us. I was a little bit
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behind taking out my tape recorder and camera. Meg went ahead, but
waited for me at the house entrance. Sukel sat on the big sofa and we,
both sat at the other side on a smaller sofa. The living room looked very
clean and organized and it smelled like roses. Sukel looked the same way
she looks at school when she does the Kindergarten students’ lunch (she is
Amanda’s lunch mother).
Even though I had her permission to use my tape recorder, (from
our prior conversation at the school cafeteria) I asked Sukel if I could turn
on my tape recorder because I needed this data for my study at the
university. She agreed and Meg said (joking) that she was so used to
cameras and tape recorders, that now she did not mind at all having a
camera in front of her anymore. We all laughed and made some
comments about how we look like in the videos, with more than ten
pounds on. I explained to Sukel that I am the person who is in charge of
videotaping Meg’s lessons in the classroom. I told her that the University
of Massachusetts pays me to do this job because this way the teachers
learn more about how to better teach their students, especially those who
are learning English. (Field notes, April 18, 2006)
As Sukel gave us a tour around the house we saw a small room that served a
double purpose: it was Sukel’s place for doing exercise and Amanda’s study room, where
mom and daughter worked out and did homework together. Sukel said:
Este es su mundo. Aqui es donde ella practica. Aqui ella tiene su
computadora. Aqui le da al sonido y (la computadora) le da de todo, en
espanol y en ingles. Este es su mundo.
it

[This is her world. Here is where she practices. She has her computer
here. She turns the sound on and it (the computer) gives her everything, in
Spanish and in English. This is her world.] (My translation)
There, beside the mother’s treadmill machine, stood a small child’s desk with a computer
and some electronic games and books which Amanda used for learning how to read in
English and Spanish with her parents’ help. On the wall, next to the door, Sukel had
posted three big, colorful, purchased, poster charts with the shapes, the colors, and the
numbers. On the opposite wall, standing right in front of the computer, there was a
bookcase with Spanish and English books and an encyclopedia, waiting for Amanda to
practice her reading.
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As Sukel took us into the kitchen we saw a colorful “behavior chart” posted on
the refrigerator door, where she monitored Amanda’s completion of her daily duties by
sticking a star in each square for each accomplished chore: brush your teeth, wash your
hands, take a bath, do homework, tidy tour bedroom, etc. When asked about that practice
she said it was an idea she got from her daughter’s preschool and that it worked pretty
well with Amanda. We were glad to see how schools’ and homes’ practices were
merging in this home and to see the commitment of Amanda's parents towards the girl’s
education. Sukel showed us the Easter decorated eggs that she and Amanda had done for
the family as she narrated how carefully Amanda had painted her own.
This visit was full of surprises for Meg. Above all the important things we saw
there, the two that most impressed her were the computer room and the home-decorated
folder in which Sukel kept all of Amanda’s pre-school and kindergarten papers and
projects as treasured memories. She was visibly emotional when she read aloud to us a
poem that Amanda’s pre-school teacher sent her the last day of school. She said these
were her daughter’s school memories so loved by all the family, especially by Amanda’s
dad.
Sukel’s husband, a factory worker and a handy man, worked days and evenings to
support his family and to save money for Amanda’s higher education. He was the one
who spoke more English at home, although Amanda was learning English in school and
Sukel was starting to speak it “just around the children,” as she told us, because she was
working in the school cafeteria and learning more from the students.
Later on Sukel directed our attention to the Valentine’s heart Amanda made at
school, which was decorating the living room wall. This was one incident that brought
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learning to both of us and that made me aware of my own assumptions about Amanda as
an English learner in Meg’s regular classroom. When I saw Amanda’s Valentine heart
on the living room wall, I remembered the conversation I had with Amanda just few days
ago in our first videotaped interview I had done for Meg in the classroom. Immediately I
made a connection with something that Amanda told me about her dad posting her
drawings at the house’s front door. When I asked Amanda about the kinds of questions
that her mom and dad asked her when they were reading books together she responded by
using direct quotations of what her parents asked her while they read together at home.
The following is an excerpt of my first interview with Amanda (turns 223 to 232).
223. NM: When you read together at home, Mommy asks you questions.
What kind of questions?
224. Amanda: Do you know square? And I say yeah. Do you know, um,
triangle? And I say yeah. Do you know red? And I say yes!
225. NM: Ah! She asks you about the colors and the shapes!
226. Amanda: Nods yes.
227. NM: And how about daddy? When you read with your dad, is it the
same thing, or is it different?
228. Amanda: The same thing.
229. NM: What questions does Dad ask you?
230. Amanda: If you draw a picture nice or, or, (a) picture that have
plastic. Um, When I draw ... after... I put it in a plastic and I put it in,
in a door. In a front door and I stick it there and (I) have a heart.
231. NM: So you put your pictures at the front door at your house.
232. Amanda: Yes.
The moment I saw Amanda’s Valentine heart, laminated with plastic, and hanging
on the living room wall, I remembered what she told me about sticking her “nice”
pictures on the front door. At the time of the interview, my interpretation of Amanda’s
response to my question in turn #229 was based on my own assumptions about Amanda’s
English proficiency. I thought that Amanda’s response to my question in her turn #230
was the result of her lack of the precise words for responding appropriately to my
question and that made her change the topic to her drawings to avoid an answer. That

was why 1 just responded with my question in my next turn #231 and followed up the
topic of her pictures in the next turns.
When I looked at the interview transcript again, I noticed that Amanda did answer
my question in the same way she did in turn #224, by using direct quotes of what she was
told. In the same way she had quoted her mom saying, “Do you know square?” she was
quoting her dad telling her, “If you draw a picture nice, or picture that have plastic...”
What Amanda was doing was using her first language to respond my question in her
second language. It will be good to note here that in Spanish the adjective is usually
placed after the noun, so instead of saying “a nice picture” (the proper English order) she
said “a picture nice” or (un dibujo bonito). The same thing happened when instead of
saying a laminated picture: she said “picture that have (sic) plastic.” She was using
circumlocution when she described the laminated picture as a “picture that have (sic)
plastic.” At that moment I did not capture Amanda’s ability to use her first language to
answer my questions in English, her second language, but by being in her home and by
looking at her nice, laminated drawing of a heart posted on the living room wall, I was
able to go back to my transcription and to make the connection.
I realized that my own assumptions about Amanda’s English proficiency had
interfered with my understanding of her response to one of my questions in the interview
we had in the classroom. It also became evident that Amanda was trying to do well in
her interview and that she was making a great effort to answer my questions as best as
she could. By reading and re-reading her interview transcription more than once, I found
out that what she really meant to say in turn #230 was that her dad asked her to make
drawings about the readings and if her drawings came out nice he would laminate and
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stick the pictures to the front door. I reminded myself that Amanda was an English
learner, who was doing excellent progress in Meg’s regular Kindergarten class.
This was a good learning experience for me (as a second language teacher) that I
shared with Meg for her own benefit regarding Amanda’s second language literacy
development. As a monolingual teacher who was very interested in her Latino students’
literacy development, Meg appreciated my observations about Amanda’s use of her first
tongue to develop her second language in such a good way and valued the opportunity to
have someone in the classroom who could focus on these little, but important details.
»*•

Being a participant observer sometimes meant for me to do such simple things, which
meant a lot for the teachers.
Amanda finished her Kindergarten year with excellent grades and was promoted
to the ‘Scholars’ first grade class (the class with students at the highest level of
achievement) thanks to her parent’s support at home and with Meg’s help in the
classroom. Amanda’s case was a success story that Meg enjoyed telling to other teachers
in her professional development presentations at her school.

»•

Yazmin’s Home Visit
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The home-visit to Raymond’s house happened after school. Yazmin comments
about this visit were made during one of our lunch conversations and I transcribed it later.
She was so worried about her student Raymond, a newcomer from Puerto Rico, who was
not doing his homework, because, as she told me: “I know how smart he is.” Yazmin
asked Raymond if his dad was helping him at home with the English words for the
spelling test and Raymond said no. This is what she told Raymond, “So you did not do
your homework, but your Dad told me you did it. I will walk you home today because I
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need to talk to your dad.” And Yazmin went to Raymond’s house and talked to
Raymond’s dad. She found out that Mr. Reyes was thinking that just by sending
Raymond to his room to do his homework he was doing a good job. The following is an
excerpt from Yazmin’s own words:
I asked Raymond’s dad: do you help Raymond with his homework?
Yeah, he said, I send him to his room. I go: no, do you sit with him and
help him? Yes, he is in his room, (Raymond’s father said). I go: You
know he doesn’t know English so you have to sit with him and help him,
talk to him; and verbally hearing it and seeing the words is what helps
him. And after a few minutes of going back and forth his father realized:
Wow! I wasn’t really helping Raymond! I was just sending him to his
room to do his homework! Because he never even checked his
homework, but after we had that conversation, he said’ Oh, wow, you’re
right Mrs. Rolon! So, and there has been a difference in Raymond, since I
had that conversation with his dad. He’s becoming more involved. The
mother told me yesterday, um, he’s trying to talk in English, something he
never did before. (My field notes, Spring 2007)
Yazmin admitted that she was straightforward with Raymond’s father and she
noticed that in his way of thanking her, he appreciated her interest in helping his son
academically. After some weeks, when Yazmin noticed Raymond’s improvement in his
spelling tests, she felt she had done the right thing with this home visit. It is convenient
to mention here that the teacher took the risk of making an unexpected home-visit
because she had already established a relationship with the boy’s parents and both of
Raymond's parents knew Yazmin from their visits to the classroom to talk to her about
the boy’s academic situation. Yazmin knew that Raymond’s dad spoke English so it was
easier for her to talk to him. Also the fact that she was perceived as a member of their
Latino culture helped Yazmin’s quick acceptance into Raymond’s house. These two
home visits were done after both teachers (and the researcher as well) had developed a
good, positive, and trustful relationship with the parents.
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Knowing the Whole Child
This section discusses an analysis of the Quintana Family classroom presentation
in Meg's classroom during the spring semester of 2006. It was a critical incident that
helped Meg to understand the importance of getting to know Max as a whole child
through the interactions occurring between him and his mother during the presentation
and at home as he recounted those painting sessions he and his mother used to do
together.
In Meg’s kindergarten class, families were involved in other practices, which did
not entail family visits to the classroom as presenters, but, by the end of the first school
year of this research, a family visit happened when I asked Meg to invite Max’s mom in
to show the canvas paintings she and her son made at home. After a careful analysis of
the transcript I made of this visit’s videotape, I shared with Meg what I had found about
Max and his family through the videotape transcription.
The reader can go to the end of the document to read the analysis of the
presentation in the Appendix C, titled: Participants’ Social Identities and Ways of
Defining Self and Others in a Kindergarten Classroom Family Presentation. This
Appendix presents an analysis of how the participants in the family visit event were
defining their identities through their language use, as they were drawing from local,
institutional, and societal discourses and as they were co-constructing the genres of
recounting and presenting in a Kindergarten classroom context.
The negotiations of power relations through language use are seen through the
identities and roles that the participants assigned to themselves and to others as they
interacted together to build a new relationship in a non-traditional space that allowed for

an unusual practice to take place: one Puerto Rican family presenting at the front of a
mainstream Kindergarten class with the teacher’s support. Below is an excerpt of the
presentation. Turns 1 to 5 are part of the lesson in which Meg’s class is saluting the flag
and being settled for the presentation. Max and Silvina are at the front of the students,
who are all sitting on the carpet in the reading area. (For the reader to understand the
transcript, the information in parentheses () is my own explanations of what was
happening as the participants were speaking. The straight line brackets [ ] indicate
instances when the participants talked at the same time). Max started in turn # 6, as
follows:
6 Max: (Max helps his mom put the paintings on the floor, stands in front
of the class and starts to talk. His mom, Silvina stands beside him.) Hi!
My mom... (He was holding the first painting in his hands.) This is one of
my mom’s first paintings actually. And then... she.. .when she was almost
finished, when she was almost done with the picture...First she started
working on a volcano. (Max holds the painting of a volcano in his right
hand and gestures with his left hand. He makes a short pause as if he is
thinking what to say next. Silvina bends down towards Max and looks at
the painting but she waits for him to come up with his idea.) And then she
started with the clouds, and then she started with.. .this (his hand points to
the top of the painting) second, she made this, (He points at the green part
of the painting) then another second cloud (mom continues in a bending
forward position looking at Max and at the painting). Then, she made the
volcano next. Then she was, she was, (I offer Silvina a chair and she sits
down, but she continues to look at the painting and also at her son’s face.
Max seems to be waiting for his mom to help him and Silvina whispers
something at him.)
7 Silvina: XXX (Inaudible)
8 Max: And then she was already finished... (with) all the pictures she
made. This is the first picture that she made. (He uses a rising intonation
signaling he finished to present the first picture. Now he looks directly at
his mom and smiles as he gives her the painting. She puts it in front of the
class, against her chair.)
9 Silvina: XXX (Again says something to Max in a very low voice that I
cannot hear.)
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10 Max: And I also helped her with the volcano. (He seems to be more
confident now, as he speaks.)

11 Silvnia: (To Max) And how was the paint? (Max does not answer
immediately and she makes a gesture with her fingers, rubbing her thumb
against the other fingers, but he does not say anything).
(She continues to make the same gesture with her fingers). Like real
thick. When you painted you had to keep picking it up, putting it on...

13 Max: Yeah. (He was looking at his mom.)
14 Silvina (To Max) And if you add XXX, what happen?
15 Max: (Still looking at his mom.) It comes out and gets all messy.
16 Silvina: (Taking another painting from the floor and giving it to Max.)
This is the one you did.

17 Max: (Looking at the class again.) Yeah. This is the one that ... This is
the second that I made. And my mom helped me [with...]

18 Silvina: [This one, you did this one by yourself.] (Patting the prior
painting with her hand and pointing at the one she just gave him.)

19 Max: And then I did this by myself and I didn’t need anyone to tell
because it was easy to me.

20 Silvina: (Now she addresses the students and speaks a little bit louder.)
It’s fun to use all the colors. It doesn’t have to look like anything. You
just pick up the brush and paint. You can just put it on there, wherever you
like. I like all the colors. XXXX So that’s why I kept doing these strikes
(pointing at her first painting and moving her hand across like she is using
a brush) I let him help me because he likes all the colors too. And he likes
[the green, and the blue...]

21 Max: [And the red, and the red!]
22 Silvina: The red. So, we just had fun. It doesn’t have to look like
anything.

23 Max: And this is the third picture that me and my mom did. (As he
says this Max gives the painting to his mom and immediately takes
another one from the floor. Mrs. O. looks at Max and smiles. The class is
quiet and very attentive.) I helped her make this, this picture, and then my
mother let me do the water, and then she did the sand. And then she did

the flowers and I did this. And then I was looking and she was making
three girls dancing.
24 Silvina: (Looking directly at Max.) Who are those three girls? (Max
makes a short pause but does not say anything. Mom tells him.)
Grandma...
25 Max: In this, these...and this is my grandmother and her sisters. A
picture of my grandmother and her sisters dancing.
26 Silvina: (Looking at Max.) Is that where you used chalk? (She was
pointing at one spot on the painting.)
27 Max: (Looking at his mom.) Yes.
28 Silvina: Something is chalk and something is paint. Yeah. (As she
speaks she touches parts of the painting. Max puts the painting down and
takes the next one in his hands with his mom’s help.)
29 Max: The fourth picture that me and my mom did, this is the one that I
told Mrs. O. about, that...the one that I made with my mother, an angel in
the water. And this is her (the angel) sitting inside the water. You see her
wings are blue, and white, and red. And the sun is red and orange. I
helped her with all the painting (Now he is looking at the students. His
mom takes the painting, puts it away, and gives him the next one.) And
this is the... And this is the last picture. It is what my brother made. In
school. (5 seconds pause)
30 Silvina: It’s gorgeous! He kind of.. .you draw a picture of yourself
with a crayon and you cut it into pieces and you put it back together in a
funny way. You could still see his eyes, his mouth, and his hair but it
doesn’t have to look like a real face. But it’s fun! [And that’s a picture of
...]
31 Max: [It’s fun to do stuff] with your crayons and if you need help with
something you can ask your parents to help you. (Looking at the students
and putting the painting down.)
32 Silvina: Yeah. (Asking Max) What kinds of things do we use to paint?
33 Max: Paint.
34 Silvina: (In a loud whisper) Brushes...
35 Max: Brushes and you need water to make your brush clean...
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36 Silvina: We use crayons and chalk. (In a soft voice and looking at
Max)
37 Max: And all the other kinds of things...
38 Silvina (Continues to look at Max and repeats in a low voice)
Crayons...chalks...
39 Max: Crayons, and chalks, and paint...
40 Silvina: What did you do on the driveway? (She is talking to and
looking directly at Max). With chalks?
41 Max: And...I draw pictures on my grandmother’s sidewalk in her back
yard... driveway. And there’s lot of room, and there’s a loop that my
uncle lets me use and I have my baseball and he has his and if you need
help with all kinds of paintings and drawings just help, you just need help,
with your parents, or your grandparents. Just tell your uncles or your
brothers to help you, or your sisters.
42 Silvina: (Nods her head yes.)
43 Mrs. O.: Well, thank you very much! Now, boys and girls... (She
claps and Silvina claps for Max too.)That was great! [That was great!]
Boys and girls,
44 Max: [Mommy...] (Max speaks at the same time as he pats his mom
on her shoulder.)
45 Mrs. O.: if you have any questions or comments... that you want to ask
Max or Max’s mom... okay, raise your hand, please. (Many hands go up.)
46 Max: Dan.
47 Dan: How did you do the paintings?
48 Mrs. O.: Are you asking Max or you’re asking his mom?
49 Dan: Max.
50 Mrs. O.: Max, okay.
51 Max: Oh, just you need to use the paint brush. You just put in the
water on the paint brush and then put it in the paint, and then put it on here
(He bends down and touches the painting.) and then draw the picture that
you want to draw.

52 Mrs. O.: And maybe Max’s mom can tell [us some more...]
53 Max: [Mark? ] (He picks another student for another question.)
54 Mark: [I liked the one XXXX]
55 Mrs. O.: [Um, just a minute, Max,] (Mark and Mrs. O. speak at the
same time. (Mrs. O. laughs). Ha, ha.
56 Another student: I liked, I liked XXX. (Other students’ voices are
heard.)
57 Mrs. O.: (To the class) Max’s mom wants to tell us about that one.
(Silvina puts the painting up, turns it backwards, and looks at it.) That is
an interesting painting. Can you put your hands down? Show her our best
listening looks.
58 Silvina: (Looking at the back of the painting, which she has up against
the ceiling light.) Sometimes, if you look at the other side (of the painting)
you can see that there was another painting. It was.. .1 forgot what it was.
(She is still holding the painting up and looking at it.) It was something
else, but we decided to cover it up with the blue water and the angel and
the sky.
59 Max: (To the class.) And then she made the island. (He is touching
the painting.) And then she made the.. .and I helped my mother make the
mountain.
60 Silvina: (To the class) ‘Cause sometimes if you start up doing
something and you don’t like it, you can change your mind and just paint
over it. It’s okay. It doesn’t have to be always finished. (To Max)
Right?
61 Max: (To his mom)Yeah.
62 Silvina: And this one took a couple of weeks ‘cause we weren’t sure

[...

]

63 Max: [If it was] done yet.
64 Silvina: Yeah. Sometimes [you...]
65 Max:[ “Cause ]everyday we painted it so it could, so it could look
perfect, so it could, so show you and everybody else, me and my mom, it
took a long time for me and my mom to paint it. (10:38:12)
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66 Silvina: And we’re still doing it. Like next time...we’ll probably put
glitter on it. (Puts the painting away)

67 Max: Yeah, make [yellow stars,]
68 Silvina: [XXX blue water], or yellow stars, whatever.
69 Max: Or make octopuses and sharks in the water.
70 Silvina: (Silently, nods yes and looks at the students with a smile.)
71 Mrs. O.: Oh, we’ve been learning a lot about the sea and maybe you
can add some of that; it sounds like a good idea! Okay, raise your hand if
you have another question or comment. Let Max pick.
72 Max: Jean.

74 Max: It’s easy. You just use the paint and the water and the brush and
then we just XXX it took a long time to make a picture. Um.. .Trinity.

75 Trinity: How did your mom do that picture?
76 Max: How did me and my mom did this picture?
77 Trinity: XXX
78 Mrs. O.: Which one do you mean, honey, the one with the people in it
or the volcano?

79 Trinity: The volcano.
80 Mrs. O.: The volcano.
81 Max: Oh! You mean that. Me and my mom; actually it took a lot of
time to me and my mom to do all the kinds of color in the picture. It took
a whole week to make this picture XXX.

82 Silvina: And we can still add to that, right? (Looking at Max)
83 Max. Yep! Um...somebody else? Orlando. (Long pause of 8
seconds.)

84 Orlando: You followed another picture. That’s how you made it?
You and your mom.
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73 Jean: How do you make a picture?

85 Max: Yes.

86 Mrs. O.: Which one are you talking about?
87 Orlando: Both of them.
88 Max: This one?
89 Silvina: If we borrowed, if we like looked at a magazine to copy it?
[No.]

90 Max: [No,] we just thought of it in our mind and then we pictured it in
our mind, and then we draw it.

91 Orlando: “Cause my uncle would might XXX.
92 Mrs. O.: Oh, he copies pictures that he sees in magazines?
93 Orlando: (Nods yes in silence.)
94 Silvina: That’s a good thing to do too!
95 Max: Somebody else? (Long pause of 10 seconds before he decides
whom to pick.) Ian.

96 Ian: I liked the one with the volcano because I know an island where
there is like, volcanoes there, and iceberg, it’s called Iceland and a volcano
and [icebergs.]
97 Mrs. O. [Yeah!

]

98 Ian: [And sometimes a] volcano there’s two, I think there’s two
volcanoes and one has ice balls and one has fire balls.
99 Two Students: (At the same time.) Cool!

100 Max: And., .you can just ask your parents if you need help painting.
Um... Somebody else? Umm... Amanda.

101 Amanda: They’re beautiful!
102 Max: Oh! Thank you!
103 Mrs. O.: (Repeating Amanda’s comment and giggling.) They’re
beautiful.

Ha, ha! [That was a nice comment.]
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The questions and answers period was longer, but at this point the reader should
have a clear picture of the event. It is important to look at the way Max initiated the
presentation. He started by trying to talk about his mom, but immediately changed the
topic to the painting he was holding. Max talked about his mom’s first painting as an
event, as something that was done at home by him and his mother. He positioned himself
as a direct participant in the painting process. By including himself as a participant in the
event, Max makes his story interesting and very appealing to his audience from the
beginning. In this way he was able to “hook” his audience immediately (the class was
MW
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very quiet and attentive during all the presentation). Max’s use of past tense, material
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processes, and verbal groups (e.g., started working, continued, made) gave the initiation
of his presentation some characteristics of a recount, probably because he was more
familiar with the genre of recount, although he was talking about the process of painting.
This was supposed to be a presentation of Max’s mother paintings, according to
what Meg was expecting the mother, Silvina, to do (as she tells Luis in turn #1: “Because
Max’s mom is going to show us her paintings”). She expected Max to take the role of

I
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his mom’s helper (turn # 1: “Do you want to help her?”) probably by holding the paints.
The fact that it did not happen that way surprised Meg. This was what struck her the
most, as she said later to me, while analyzing this visit together, “It was supposed to be
about her, not about the child” (Field notes, June 2006).
If we look at the presentation through the teacher’s eyes we would probably agree
with her that this was supposed to be about the mother, not the child. However, right
after the presentation I interviewed the mother and I was able to look at the presentation
through the mother’s eyes. In our conversation I got the impression that Silvina wanted
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her son to show the class what he was capable of doing, so I told her she did well in
letting Max shine and she agreed he did a great job. When we talked about North
Community School I asked Silvina how she felt about how the school job in educating
her child was and this is what she said:
There’s talent inside the students that I think is neglected (in school).
There’s still some progress to be made (by the school) in terms of the
whole person. There are many kinds of smart. You know the skill of
talking. I hear a lot: “Don’t talk at gym class.” But if that’s his talent,
don’t take it away from him! Nurture that (talent) and allow him to
develop it further and further because without spokespeople we wouldn’t
have a president who is able to talk... I wish that they (in school) had an
open mind. MCAS is putting a lot of pressure to make them “book
people” and I’m not okay with that. They try to make him fit into a box
that I try so hard to get him out. I don’t want him to be labeled,
categorized. I want him to be him.
The existential processes that Silvina uses at the beginning of her answer (there
is/are) and the existents that she mentioned; (talent, progress to be made, the skill of
talking, many kinds of smart) help her to indicate how she looks at the school as failing to
nurture the students’ talents as a whole person. Silvina’s use of a relational identifying
process preceded by the conditional “if’ to define her son’s possible talent (“but if that is
his talent”) seems to position her as a cautious speaker, or as a mother who does not like
to brag about her son. Using the participants (I, they) referring to herself and to the
school, revealed her perception of the school as an institution and of herself as a person in
opposition to some of the procedures that the institution employs with kids. When she
said “1 hear a lot: “Don’t talk at gym class.” I knew she was referring to a recent incident
with the gym teacher in which Max was involved. (I remembered that some time before
this presentation Meg had told me that: “Max’s mom was the only parent who came to
the principal’s office to complain about the gym teacher’s punishment to my kindergarten

230

class because he made all the children put their heads down during the whole time of his
class period/' Field notes, Spring 2006). Silvina’s mention of this incident showed how
she was against it. Also she opposed the school practices of making all of the students fit
into the same “box,” or category, as “book people,” from which she tried so hard to take
her son out.
After listening to Silvina’s interview responses, her decision of letting Max take
charge of the presentation in Meg’s classroom did not strike me because Silvina wanted
her son to act as a competent speaker in front of his teacher and classmates. Seeing
mia>
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Max’s speaking ability as his talent would probably make the teacher think of ways for

H

talent that day. In the turn-taking analysis done to the transcript, out of 207 turns Max
had 78 turns, his mom 35, the teacher had 41, and the rest of the turns were distributed
among the students. Max did most of the talking standing up in front of the class,
something that surprised Meg, since she was expecting the mother to do all the talking.
In one of our meetings for data analysis, Meg brought up the topic of Max’s
mom’s presentation and told me she had noticed that Silvina was a very nurturing mom
for Max through the whole event and also, that “it was good to see how they shared
together” (Field notes, 2-8-07).

If we look at the transcript analysis in Appendix C, there

is evidence of the way in which Silvina provided scaffolding for the presentation topics
so that Max, her son, could be able to initiate and finalize the whole event as one of the
main presenters. Turns 6 to 8.2 are a good example of this scaffolding practice used by
the mother. At the end of Max’s recount about his mom’s first painting, he goes back to
the volcano, but he uses “next” as the temporal connective, which does not seem a good
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nurturing his talent further in the classroom. And certainly the teacher did see Max’s

choice for ending a recount, so he looks at this mom for help and she whispers something
at him. Immediately he provided a good ending to his recount when he said, “And then
she was already finished. (Oil all the pictures she made, this is the first picture she
made ” (Turns #8 to 8.2).

Also turns #11-13, 24-26, and 40-41.1 are other examples of

how Silvina was providing scaffolding for Max’s presentation through her questions and
comments, which gave the boy ideas to talk about. Would Silvina have wanted to talk
about her pictures herself, as the teacher was expecting, she could have done it, but she
chose not to. Why did she wait patiently for Max, a child at a kindergarten level, to talk
about her paintings, instead of doing the talking herself? One possible explanation could
be that she wanted to help him appear to be a boy with the talent of a speaker (which, as
she said in her interview with me, needed to be “nurtured further and further at school'’)
(Field notes, June 2006). Another way of looking at it could be Meg’s interpretation: the
mother did not feel comfortable enough at the beginning and let the boy talk until she felt
at ease. One thing was evident in the tape: mother and son did a great job together and
helped and supported one another very well.
The ways in which Max and Silvina identified themselves through their language
use was revealing of the mother-son relationship they had. They shared the roles of
presenter and co-presenter and painter and helper through the entire presentation. They
were able to listen to one another in a polite and very connected way. Sometimes the son
finished his mom’s sentence and vice versa. Max accepted his mom’s help without being
reluctant at any time and Silvina looked very pleased to see her son doing so well as a
presenter, as it is revealed in the transcript excerpt of their presentation (turns #16 to
#19).
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Throughout this presentation, the mother wanted her son to show his talents in
front of the class and his teacher; to show his talents as a speaker and as an apprentice
painter, who was also able to do things by himself (turns #16 to #19). When the boy said
that she helped him with his paint, Silvina insisted immediately that he had done it by
himself, in turn #18 (This one. You did this one by yourself.) Max agreed and elaborated
on his mom's idea positioning himself as an expert and saying in turn #19 that (And then
I did this by myself and I didn't need anyone to tell because it was easy to me.)
In Max’s turn #23, he narrates the interaction that went on while they were
painting the three girls dancing, which positions him as an apprentice (I helped her make
this, this picture, and then my mother let me do (paint) the water, and then she did the
sand. And then she did the flowers and I did this. And then I was looking and she was
making three girls dancing.) The mother guides Max into the painting process by letting
him do certain parts and also by looking at her while she paints. The way Max tells what
happened brings evidence of his mom’s patience with him, as a small child at the
kindergarten level. She makes Max feel competent; she is positioning him as a painter in
front of his class, which gave him a higher status, especially among boys like Orlando,
who was always drawing something new in the classroom.
The mother included the child as a partner in painting at home and it was
convincing to hear them talking about what they usually do together at home with paints.
The mother’s roles as encourager, tutor, teacher, and a model of the English and Spanish
language use for her son, were evidence of her desire that he become a good speaker and
develop his talent further. Not only did the students learn from this presentation, but the
teacher, the researcher, and the family learned as well.

In one of our conversations about this family visit to the classroom, Meg told me
that one of the most important things she learned from this visit was to know Max as a
whole child through the parent-child interactions she observed amongst the mother and
the boy through their respectful, harmonious, nurturing communication during their
presentation. This was precisely what Silvina wanted from the school, that they (the
teachers) could see the talents in each child and that school personnel understood that
“There’s still some progress to be made (by the school) in terms of the whole person.”
After the research ended I learned from Meg that Silvina had transferred her son to a
local Montessori school, in which her oldest son was a student, because she thought there
he would be provided with a better education (as I wrote in my journal, Fall 2007).
Meg found out later in the following year, while watching the videotape of Max’s
mom presentation, that she had missed some of Max’s strengths through the school year.
This is what she wrote about it in her journal:
Watching this video reminded me of how important the
relationship between parent and child is and how this relationship shape
the child’s personality and his view of how he sees himself in the larger
classroom community and in his home sphere. Max and his mother have a
very strong, mutually supportive relationship. Max often spoke about his
mother’s artwork and how he helped her with her paintings...
As Max presented his mom’s paintings, one could observe how
articulate he was and how detailed his description of the process of
painting with acrylics was...Even though this was supposed to be his
mother’s presentation, he took over and his mom allowed him to do so.
Her pride in his speaking abilities was quite evident...
Theirs was a positive, strong relationship, but at times could be
challenging for me as a teacher. Max is a bright and very verbal child who
came into kindergarten well prepared. He did have some areas of concern
such as focusing and fine motor difficulties. He was enthusiastic and
interested in most areas of the curriculum. He had so much to share in
classroom discussions. However, at times, he tried to take over
discussions and other routines in the classroom. I tried to view these
leadership qualities in a positive way, but sometimes his behavior could be
overpowering and disruptive.
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As I viewed the video, I could see that his relationship with his
mom had helped to mold his personality. She spoke to him as an adult and
valued his opinions. She was comfortable with giving him the control of
the presentation. She was very attentive to his presentation and was proud
of the knowledge he possessed on the subject. It was amazing to see how
a kindergarten student could confidently present a well organized dialogue
about this activity that was a way for him to build on his relationship with
his mom and his knowledge and interest in art.
He often times questioned authority in the classroom and had to
have the last word. It was sometimes difficult for him to understand that
he did not have the final say in some situations. I came to see that Max
was the type of child he was because of this relationship he had with his
mom. Seeing Max and his mother interact with each other gave me an
understanding of why Max acted certain ways. I think this insight could
help me to view his behaviors more as confidence and interest in knowing
why than as oppositional and defiant.
This journal entry tells a lot about the importance of having the opportunity to
have family presentations in the classroom, and more importantly to watch the
videotaped family presentation afterwards. It was through the video watching and
discussion we had later that Meg understood Max’s personality. One possible
explanation to Meg’s misreading of Max’s personality in her classroom could be related
to teachers’ expectations. Teachers’ expectations are related to taken-for-granted
knowledge and determine most of the times what they are able, or not able, to see in their
students. Sometimes, when teachers have students who do not match to a certain preestablished type or category in which they are supposed to fit (e.g., Latino students come
unprepared to school, have different social skills than White students, etc.), it is
somewhat complicated for them to understand why. In Max’s case, he came prepared to
school, he was a good speaker, very articulate, and had leadership, qualities that took him
out of the Latino student ‘categories’ he was supposed to represent.

Mrs. Laiara’s Classroom Presentation
Mrs. Lajara was a paraprofessional in Yazmin’s school and was invited to do a
presentation in the classroom about her culture and her college studies to become a
teacher. An in-depth analysis of Mrs. Lajara’s presentation shows that this literacy event
was a hybrid practice which had elements of multiple registers combined together. The
teacher, Yazmin, initiated the event by inviting the mother to sit down and ‘take the
floor.” Immediately the teacher talks to the students and gives them directions she
usually gives them when they are doing a teacher-student lesson: she expected everybody
to sit properly “on your bottoms, listening ears on, and please, keep quiet.” Mrs. Lajara
started with a presentation-like mode opening, telling the students that she is the teacher’s
invitee and how happy this invitation made her. Although the teacher told the class to
keep quiet, Mrs. Lajara started with the question “who knows me?” inviting the kids to
talk to her before she starts with her presentation. In this initial step she deviated from
the presentation-like style and instead, acted like a teacher. She positioned herself as a
teacher and used a question-and-answer, or teacher-student register, exploring what the
students knew about a specific topic before presenting it to the class. It was evident that
as a teacher’s aide in the same school, she is familiar with the teacher-student register and
knows how to use it. Her positioning as a teacher was not challenged, either by the
students, who did answer her questions, or by the teacher, who sat on the floor with her
students at the back of the meeting area, positioning herself as an audience member.
After Mrs. Lajara found out that all the students knew about her was that she was
Felipe’s mom, she told the audience her goals for her visit: She said that she came “to
talk more about me, to share with you, so you can get to know me better, to know more
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about me." Why did she want to make sure that the students know who she was? In her
use of language she was including herself as a member of the school community whom
the students needed to know about. This presentation gave her membership in the
classroom community from now on. (And she did become a member of the classroom
community after that visit, as evidenced by the students’ writings about her presentation
the next school day.)
After she introduces herself she mentions that she is from the Dominican
Republic and now her goal becomes the photos she brought about herself and her family
in the Dominican Republic. She is mediating the students’ learning about her country,
through her family photos and, in this way, presenting herself and her family as a token
for their country. Instead of using a book by a published author, she mediated the
learning experience in a more personal way, using her family pictures. In doing so, she
was giving primacy to the multimodal text, oral and visual, that changed into a written
mode later when the kids responded to her visit by writing a composition that the teacher
assigned. The writing piece was interactively co-constructed between the presenter, the
students, the teacher, and the researcher. The co-construction of this event opened a new
space in which Mrs. Lajara’s oral text and photos and the participants’ prior experiences
merged to produce a new written text, which could not have been possible without the
multiple layers of interaction that occurred within the participants. The students were
communicating orally and through facial expressions with the presenter and amongst
themselves. They were having verbal exchanges in low voices with a near classmate, and
as well they were engaging in low voice, side conversations with Mrs. Lajara or with the
teacher, at some points during the event. (Some days after her presentation, Mrs. Lajara

went to the library and signed out the book Dominican Republic:Countries of the World,
by Muriel L. Dubois (2001), sent it to the class with her son and the teacher read it aloud
to the students.)
This evidence provided Yazmin a proof that having patience with herself was
worth it. She was patient and waited until she could be ready to invite a family
presentation again into the classroom and this time she initiated the invitation full of
hopes that it would be a good feeling for her and for everyone in the classroom, and it
really was. It was evident that this time she was feeling more comfortable with a parent
in front of the students as she was sitting on the carpet beside her kids, at the back of the
meeting area. Yazmin was not trying to lead the presentation, like she used to do in
parents’ visits during the study's first year, when she initiated the practice of parents’
presentations. She was not sitting beside the parent; she was not standing by the parent
trying to lead the event; she was sitting on the floor, enjoying Mrs. Lajara’s presentation
in a calmed and relaxed way. She was directing questions to the mother, as the students
were. She was positioning the mother as a member of the classroom and obviously Mrs.
Lajara felt very comfortable.
The conversation moved from one topic to another as Mrs. Lajara presented her
family photos to the class and then let the students pass them around. They were talking
about the Dominican Republic’s life styles, comparing the houses in the city to those in
the rural areas, talking about the weather in Santo Domingo, the farm animals, making
connections to the animals in their own countries, telling family stories, and asking
questions about New York City, where Mrs. Lajara lived for some years. She told the
class a funny story about Felipe’s trying to get away with not doing his homework.
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When the topic changed back to Springfield, where Mrs. Lajara was working and
studying now, the topic of homework came back into the conversation and Yazmin
positioned Mrs. Lajara as an example worth to follow by her students. The following
excerpt of the video tape transcript shows the interactions between the teacher, the
students, and Mrs. Lajara regarding homework and education:
30 Robert: Why you go to school?
31 Aida: Where or why I go to school?
32 Robert: Why?
33 Aida: To help you guys better. I think if I get more educated, I am, I could
do a better job and also get more money.
34 Jesus: Why you go to college?
35 Aida: “Cause I want to be able to have, um, a job like your teacher, to
teach kids like you.
36 Joshua: XXX difficult XXX my sister XXX the hospital with my mom
XXX yesterday XXXX
37 Yazmin: Let me translate for you. We had a discussion this morning.
They didn’t study for their spelling test and then they were using their
mom as an excuse. Well because I had to go with my mom to the hospital
I could not study. Because you work and you go to school, do you make
up excuses for not doing your homework, so you blame it on your
husband, or your kids, or you take the responsibility of doing your work?
38 Aida: You have to start from down, guys. You know why? You have,
education comes first, like I say. I’m in college; and once you get to
college, that doesn’t count. The teacher doesn’t listen to that. If you don’t
do your homework, or your assignment, or anything that you have to do,
they don’t want to hear an excuse. Do you know what I mean? You get a
big ...
39 Evert: Ef.
40 Aida: Ef.(F). You know how much costs college? It is a lot of money for
a class. I have never got one (F). The day that l have one I will cry. So
from now you have to be responsible for your own work. It’s like. 1 know

it’s important for Felipe to get an education and when I go home I have
work and I have to study. I have to cook, I got to make sure that I have
everything set up for the morning, for my baby, like the food to take it to
my mother’s house; my mother takes care of the baby. XXX And I have
to make sure I ,„ Felipe got his homework, my daughter got her
homework, I got to make up my time. And I have to make my homework
too. I have to do my homework. But I can’t come to his teacher and say:
Oh, Ms. Rolon, I have so many things to do; Felipe didn't do his
homework! And sometimes he doesn’t give me his homework and he
leaves it in his backpack. And even though his father doesn’t know
English, he speaks a little bit, so he can’t help him with the homework; it
has to be me; right Felipe? Ha, ha! His name is Junior. I’m sorry. I feel
like I am ... of calling him Felipe, ‘cause that’s how I call my husband.
Ha, ha. We call him Junior at home. And, um... if you have to go out
with your mom first do your homework and then you go.
41 Robert: I do my homework first and then I go to play outside, or I watch
TV.
42 Aida: Does your mother help you with your homework? (to the kids)
43 Jesus: Not me. Not me. A little. I do my homework and then watch the
cartoons. My father XXX.
44 Other Kid: Yeah.
45 Other Kid: Me, a little. (Evert raises his hand.)
46 Jesus: I do my homework.
47 Yazmin: (Explains in Spanish to a kid) (Si la mama le ayuda a hacer las
asignaciones.) Does your mom help you with homework?
48 Evert: I do my homework first and then I (undecipherable) and then I
study my spelling words. Yesterday I had to do, um (undecipherable)
49 Yazmin: (To Mrs. Lajara). How can you do everything you do, that you
do everything for work, you cook; how do you manage your time?
50 Aida: Time is really important to me. Three months ago... You got to
make up your time. I don’t have time to watch TV, but sometimes you
need to because it gets very stressful. What I do; I come from... when I go
home I got to go to get my baby; my two year old. I step at my mother’s
house for about a half an hour or an hour. Then I go home and 1 ... the
first thing that I do, I take off my shoes, and I get on a comfortable outfit,
when I cook... One thing is my husband helps me cook. Right, Felipe that
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you like it when he cooks? So he helps me out so I say you do the rice
and I do the beans. So when I am cooking I am helping them out at the
kitchen table with the homework. Cause I got Felipe’s brother too. So I
am killing two birds with one stone. That’s what I’m doing. So, cooking
and helping them with the homework. Once they are done with the
homework, all to the table ‘cause I need time to be with my family too. So
I need to have a little time, an hour, two hours with the kids to
communicate. It’s the best time that I find, dinner. When we are having
dinner we all stay at the table and we talk about the day, you know, that’s
our communication time; what they have done. They go and they, they
also need their own time. They go to their room and they can play the
game boy, whatever they want, they got free time until, or watch TV.
The topic of homework was always present in Yazmin’s classroom, even at
family visits like this one. Yazmin did use any convenient opportunity to express her
l«lh

idea of the importance of doing homework. In this case it was Joshua who was ‘giving
excuses’ for not bringing in his homework. Mrs. Lajara and Yazmin, both aligned on the
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same trend of thought; that homework goes first. I did not perceive them as being
insensitive to Joshua’s situation, but rather trying to tell him and the rest of the class that
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first things come first and no matter how limited time you have you need to make time
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for your homework. After the presentation, Yazmin had a side conversation with Joshua
in the classroom and told him that although she understood he was the family translator at
the hospital, he needed to set time aside for doing his homework.
Towards the end of the presentation, I gave Mrs. Lajara a map of her country and
she shared it with the class. The students were making connections to their own country
towns in Puerto Rico in a very happy mood and learning about geography concepts in a
very meaningful way:
233 Aida: I love Puerto Rico’s flag too, with a big star. I love it. And you can
see where I come from, if I can see it here. I come from here, San Pedro
de Macoris.
234 NM: So you lived near the capital. Near Santo Domingo?
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235 Aida: Near Santo Domingo, the city. San Pedro de Macoris.
236 Evert: I like that flag.
237 Girl: This is Santo Domingo.
238 Aida: This is the Caribbean here, right?
239 NM: This is the map of the Caribbean here. This is the island where Ms.
L. comes from
240 Aida: This is the map of the Caribbean. This is where I come from. (She
touches The Hispaniola Island.) This is the island here. Um, Haiti is next
to the Dominican Republic. It’s divided, like a frontier. We live next to
each other. (Some students are saving Puerto Rico and pointing at it on the
map. ) Puerto Rico is right here.
241 Girl: 1 live here! (She touches the map.)
242 Robert: This is my home. Puerto Rico is my home. (All of the students
get very excited and Evert and Jesus stand up to touch the place on the
map where Puerto Rico is. The students start to tell the names of the
towns in Puerto Rico where they come from.)
243 Girl: Puerto Rico is my home.
244 Aida: Yeah, Puerto Rico is your home.
245 Jesus: I come from Aguas Buenas.
246 Aida: You come from Aguas Buenas? Yeah?
247 Hectsy: I come from Rio Piedras.
248 Aida: Puerto Rico is surrounded by water. (She gives me the chart. The
students are talking among themselves about Puerto Rico).
After Aida (Mrs. Lajara) had finished, Yazmin asked the class to think of three
things they learned from Mrs. Lajara’s presentation in order to write a composition the
next school day. The following is an excerpt of Betsy’s writing piece:
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Santo Domingo
Santo Domingo is always hot like Puerto Rico.
It is important to go to school because you can learn English.
She said it is important to learn English because when you get
a job you have an application to fill in to get a job and if you
do not know English you cannot get a job.
Betsy was paying attention to Aida Lajara’s presentation as it is reflected in this
writing. She was drawing from the mother’s discourse: You need to learn English in
order to get a job. This was the school's discourse as well. This was part of the context
of culture of this study in this urban district with diverse students who speak other
languages than English and a direct result of the state’s English-only law under the
NCLB law’s initiatives for the educational reform in the nation.
Texts occur in a context and Betsy’s written text evolved because of the
accumulated meanings she was exposed to in North Community School, at home, and in
her neighborhood. As a member of a marginalized ethnic group she focused on her
future life and wrote about a generalized “you” that includes herself as someone who will
need to find a job, for which English will be needed. Although Mrs. Lajara told the
students during her presentation how lucky they were to know two languages and how
being bilingual would help them get better jobs, Betsy did not choose to write about that.
Yazmin’s desire to hear about Latino parents and their children’s ways of
socializing at home were satisfied through this presentation. Mrs. Lajara was very
explicit about her family’s ways of interacting at home and she saw Aida and Felipe’s
interactions in the classroom as well. Aida was Felipe’s step mother and cared very
much about his education. At the end of the presentation I asked Aida if I could borrow
her family photos to make color copies for Felipe to make a family book for a class

presentation and she agreed gladly. She even came to the classroom to help Felipe put
together his family book, which he shared with the class some weeks later.
Felipe's Family Book
Yazmin was taking her students to the library but she let Felipe stay with me so he
could make his family book with his mom. Before Aida came from the other side of the
building where she worked as a paraprofessional with a pre-k teacher, I helped Felipe
with the spelling of the book title. Felipe was so glad when his stepmother came into the
classroom to help him put together his family book that his usually timid demeanor
totally changed to a playful and joking tone that afternoon. I was videotaping Aida and
Felipe’s book-making activity, as both of them were conversing about each family photo
while cutting and pasting the color papers and photos for the family book pages, using the
border framing special scissors that Aida borrowed form her classroom. As Felipe
grabbed a photo, his stepmother would ask him about the event taking place in it and as
the boy responded, she would correct him when he missed a special detail about their
own country, the Dominican Republic that she wanted him to remember. They were
speaking in Spanish as they usually do when they are together. This is my translation of
their conversation about a photo of the grandmother’s house:
Aida: (To Felix) What is this photo about, there? (She points at the water
in the photo.)
Felipe: Ah... (He gives Aida a big smile but doesn’t say anything.)
Aida: What will you write?
your grandma.

A photo from the time you were living with

Felipe: Oh, bringing water to Abuela.
Aida: For your Grandma’s....

What did she have?
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Felipe: The tank.
Aida: And how did you call the tank in which you used to drink water?
Felipe: (He shakes his head no and smiles at his mom.)
Aida: You do not remember. It was... (She makes a round shape with her
hands.) ‘Higuera, higtiera.’
Aida: ‘Higuera.’ (She says it again as if she wanted the boy to remember it
later.) Who is going to write? Let us start.
[‘Higuera’ is a drinking vessel made out of a dried gourd.]
By listening to this conversation I understood how proud Aida was of her
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country's ways of life. She wanted Felipe to remember his relatives and the words they
used there because she knew they were going to visit their family during the summer. As
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a Latino family, Aida’s family used to speak Spanish at home among themselves so that
when they travel to their country to see their relatives the kids can relate to the family
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I was under the impression that they would write the book in Spanish, but Aida
and Felipe used English. I can imagine how they were negotiating meanings in both
languages at home while writing the book together. Aida was very interested in Felipe’s
second language development and insisted he had to be bilingual, like her. They typed
their book using the computer and illustrated it beautifully with a color map and photos
of some resorts in the Dominican Republic. I wrote the Spanish words underneath the
English text as Felipe translated it for me. Then he practiced reading in both languages
so he could do a good job while presenting it to the class later. I noticed how well Felipe
was reading in both languages, something that his Special Education teacher (around the
corner) was not able to see due to the disconnection of Felipe’s both classrooms.

245

Changes Take Time, Thinking, and Reflection
At the beginning of the study, during the fall 2005 semester, Yazmin and Meg
were using their journals in the Critical Multicultural Children’s Literature and the Puerto
Rican Experience course to reflect on the readings and on their own practices as
multicultural teachers. As I read their journal entries I saw how they were representing
themselves though their written reflections about issues of race and culture that affected
their students’ lives and their teaching practices. Later on during the study I could see
some theory-practice connections unfolding in their classrooms. For example, many
times Meg used her journal to reflect on the practices as her response to the class
assigned readings. On September 28, 2005, in her reflection for Compton-Lilly’s (2004)
chapter 6 titled Student Ethnographers Studying Reading, she wrote:
I like the idea of children reporting about what their parents read. So often
teachers complain that parents don’t read to their children and we assume
the parents don’t read anything. This activity shows that this assumption
is not true. ... I’ll definitely try some of these activities modified to the
kindergarten level.
Meg modified this activity and on December 12, 2005, the last day of class when she was
presenting her home-classroom collaborative project (a big book titled My First Day of
School) she shared multiple pages of side-by-side short stories of parents’ and children’s
first day in school memories, illustrated with the family photo and their child’s drawing
of her first day in Kindergarten. Almost all of the parents’ memories of their first day in
school were happy or fun stories except for Max's mom, Mrs. Quintana's, which read like
this:
My first day of school was very scary. I was able to bring my comfort toy
so I brought my favorite doll. It helped me a lot, considering my teacher
yelled a lot.
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Illustrating the mother’s memory story was a photo, taken by Meg in the classroom
during the Kindergarten screening day, in which Max, standing up, and his mom, sitting
on a little chair, were embraced in a big hug and smiling. To the right side of the same
page, underneath Max’s own drawing, there was Max’s memory of his first day in
Kindergarten which read like this:
Max felt that he would never come to kindergarten without his mom. He
felt a little shy. He felt a little bit better when he made friends.
This was the way Meg adapted Compton-Lilly’s (2004) Chapter 6 to her own classroom
project. It was so revealing! All the different stories of the parents’ memories told
important things related to a very crucial event in a child’s life: entering school for the
first time. Looking into Max’s mom’s story tells a lot to a teacher: Max’s mom had a bad
experience as a kindergartener because her teacher “yelled a lot;” as her story said. When
teachers get access to parents’ bad school memories they can better understand the past
schooling experiences that perhaps make them feel a little doubtful or mistrustful of
school personnel and teachers. Max’s mother was educated in Springfield public schools
and her memories of Kindergarten were not so happy. In an informal conversation we
had, she narrated that her school experiences in the city had not been as pleasant as she
would have liked them to be. She felt that, as a Puerto Rican who spoke Spanish, she
was not regarded as a bright student, even though her grades were good.
In the case of Max’s mom, she was one of the parents who did complain and
asked many questions to the teacher. The following are Meg’s own words about Max’s
mom during our first year of research:
.. .sometimes she would come in to complain... She would come in
sometimes and, oh, you know... we shall be doing this and that... But the

first time she came in she had a whole list of complaints... (Field notes.
May 2006)
One and a half year later, after having access to watching her videotaped lessons and
revisiting notes and tapes of Mrs. Quintana's classroom presentation, Meg was talking
about this mother in a different way. This was part of our conversation while we were
watching a videotape of Mrs. Quintana’s presentation to Meg’s class for gathering our
dialogical data:
She is very knowledgeable and she was very responsible too, helping her
child at home with the writing, how she was including the boy in her
paintings, it was wonderful, and everything she was doing for him (Field
notes, November 2007).
With time, reflection, and dialogue Meg was able to look at the families through a
different lens, focusing on their strengths instead of deficits.
Both teachers, Yazmin and Meg, reflected about their practices and had dialogues
with me as their ACCELA program assistant and as their research assistant. Between the
three of us we engaged in the practice of ‘unpacking’ the meanings of some of our ways
of representing our inner worlds through our words. We discovered that our own ways of
naming things have a reason and that reflection can take us to find those hidden reasons
that make us say what we say or think the way we think. We found out that everyone has
assumptions that govern their ideas, but that the important thing is to find the strength we
need to face our own preconceived ideas of ‘the other.’ And we did find those strengths
by helping one another through our conversations and dialogues.
Meg has become aware of the importance of knowing the whole child through the
family’s eyes. A good example is the case of Max and his mom. When Meg saw the
respectful, caring, and revealing, mother-child interactions going on between Max and his
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mom in their paintings presentation, she understood why Max was the kind of student he
was, and instead of looking at him as a troublemaker, as she did before, she saw him as
the leader he was. It was like all the pieces of a puzzle came in place and she could get to
see the whole child from his mom's eyes. When Meg saw how the mother was treating
him in an “adult-like-manner,” (as she said) and the way she was holding very high
expectations for him, Meg was able to understand where Max was coming from and why
he was sometimes ‘trying to take over “ in the classroom, as she used to say.
After this research finished, I was working with Meg on an independent study for
which she presented a professional development session to her grade level team and other
colleagues in her school. Meg assured her colleagues in this professional development
presentation that assessment and test results are not everything a teacher needs in order to
understand her students. She admitted that getting to know better the families, through
the ACCELA projects done collaboratively with the families in the classroom, helped her
to get a clearer picture of the whole child. This is what she said:
Doing these projects just helped me to know the parents so much better!
And I just could see a side of the parents and the families that I hadn’t
seen before. When you get to know the families and what is going on in
the family you really get a better picture of the whole child, you really do.
And so you can say this one is having problems with this, but this is why.
Or, why is this child acting like this? This is why. (Field notes, December
2007)
With Amanda’s writing, Meg learned that sometimes she was judging students
just by what she saw, not focusing on her own teaching practices and how those practices
affected her ELL students. When a teacher thinks a student is copying from other
classmate her assessment of that student’s achievement is affected by that judgment.
Meg was happy that she could watch her video taped lessons and find out what was the

real situation going on with Amanda’s writing. Now she makes sure that she takes care
of her ways of giving directions, specifically to her ELL students. She also knows that
even though some of her Latino students seemed to be distracted with their shoe laces
and other little things while she was speaking to them, they were in fact following her
lessons and listening, but in different ways than those white students who are “quietly
sitting with their hands folded and their listening ears on.” She has learned to know and
understand better her students as individuals with different social skills and this helps her
to bear with behaviors she did not understand before, to be a more sympathetic and
connected teacher.
In Yazmin’s three years of teaching experiences, and as well as an ACCEL A
student, she has learned to reflect on her own practices and on her own assumptions to
the point that she admitted she was not having high expectations for her Latino students.
What guided her thinking in that direction? To this question she responded: “That’s what
I just learned about Latinos from my own experience as a student.” When she started to
look at her students as learners with the abilities to learn in their own ways she just
wanted to be the best teacher for them. The following is what Yazmin said to me in a
dialogical data gathering conversation:
And now I am an educator. I’ve been a teacher for three years and I
realize that my first two years I did, um, bad. I didn’t really push them the
way I should’ve. This year, as I’m reflecting back, I’ve realized, wow, my
kids do have knowledge, their funds of knowledge, they are capable of
learning, they know more things, and it could be a different way that they
do it, but I never pushed them and these kids pushed themselves. So, they
made me realize, wow, you know, I mean, I know that it’s this way, I
mean, I know, (inaudible), what a difference! It opened my eyes. lean
see how they can learn, the knowledge that they have... everyone learns
differently... (Field notes, June 2007).
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This conversation happened at the end of our second year of research.
Considering that Yazmin was a new teacher who was going through a lot of stressful
situations in her career, this step in her reflections was an accomplishment that I noticed
as her ACCELA program assistant and as a researcher in her classroom. There were
many things going on at the same time for her, as a new teacher, in a time of educational
reform and accountability, but she could figure out some of the practices she needed to
focus on, in order to be a better teacher for her Latino students.
Chapter Summary
This chapter presented the analysis of the research data, focusing on the study’s
last two questions (How do the social and literacy practices co-constructed by the
research participants have an effect on the process of building home-classroom
connections? And how do the participants’ understandings and assumptions change over
time?).
I illustrated the discussion about the topic building home-classroom connections
with Latino families with some examples of data and with transcript excerpts of
dialogues among the participant teachers and the researcher. The social and literacy
practices that were presented in the chapter were the following: translating notes sent
home, making open invitations to families to become classroom partners, making
classroom projects with the families’ collaboration, inviting families as presenters in the
classroom, including families’ contributions in the school curriculum, keeping an open
door policy for families, doing home visits, and getting to know the whole child through
home visits and families in the classroom.

Meg’s Wavs of Scaffolding Writing Instruction
Although Meg had to follow a mandated curriculum, as an experienced teacher
she managed to devote time for developing content knowledge and language through the
curriculum during the school day. She also strove to find a balance between her whole
class and small group work, practice that allowed her to provide the individual attention
her students needed in reading and writing within a classroom environment that fostered
independent student work. Her writing instruction was very explicit, systematically
implemented, and included the students’ experiences, preferences, and funds of
knowledge as resources for the co-constructed class texts in daily lessons. From the
beginning of the school year Meg’s students were writing everyday about varied topics
(e.g., their personal experiences, responses to stories read aloud by the teacher, short
recounts, etc.).
By the second semester Meg was focusing on the analysis of narrative genres
(including recounts) during the reading period, which she scaffolded for the students in a
very detailed way, exposing them to the recount basic structure by naming and
identifying its different stages: orientation (characters, time, place), and sequence of
events, (and evaluation, an optional stage for some recounts). She did the same with the
stories and the narratives she was reading aloud for the class. At the end of the school
year, the students were so familiar with the narrative genre that they were able to identify
the orientation, complication or problem, solution, and evaluation in a read aloud story.
Amanda’s Stories
When Meg invited the students to brainstorm ideas about the reasons families
might need to move, she was positioning the students as knowers and as valued members
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of the classroom discourse community who were able to contribute their background
knowledge and experiences of their own lives to make a class book that would become
another text they were expected to read. The students provided a list of reasons that were
part of their lives, since many of them (the African American and the Latinos more than
the White students) had gone through the experiences of moving several times and for
different reasons (e.g., because of the presence of bugs, bats, or mice in their homes; lack
of heat, old house, etc.). As the students dictated their text, Meg was writing it on chart
paper, and after many repeated readings they were able to read it aloud at unison. After
cutting and pasting the chart with their sentences, I made a big book for the class and the
children illustrated it with their own drawings. When the book was finished the kids
loved to read it for several times. The written text was first an oral text that evolved into
a class book. The class book text read as follows:
The Family Moved
The family moved to a fancy place.
They moved because they had birds in the house.
They moved because they had bugs and mice in their old house.
When they saw the new house they liked the color that it was.
It looked nice inside and outside.
They liked the house because it had flowers in the garden.
There was a fence around the garden.
But NO BUGS or MICE or BIRDS!
The students were also doing their own stories about the same topic (The family moved)
during the writing period. As Amanda was writing her own story, I noticed that she was
borrowing some elements from the class Big Book story when she included details such
as bugs in the house as the family reason for moving and when she wrote about the
family seeing ‘the color of the house’ (as she phrased it). She decided to include the
fence, too. Although she did not write about the house garden with flowers, she drew a
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during the writing period. As Amanda was writing her own story, I noticed that she was
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flower in front of the house. She also added her personal experience of hopping in the
van to go to the new house, which gave her story the sense of immediacy and excitement
for moving to the new house; an element not present in the class-created book. Making
the decision to change the class-created text in innovative ways made Amanda’s story
unique and interesting to other class members. This was Amanda’s own story:
Page 1: The family moved because they had bugs.
Page 2: (Just a drawing of a house
with her name on the roof)
Page 3: They hopped in the van.
Page 4: Then they saw the color of the house.
Page 5: Then they saw the fence.
Intertextuality in Amanda’s Writings. An intertextual analysis of Amanda’s
written text reveals the connections between the class text and her own, or the intertextual
links that she was using in her writing to develop her identity as a writer, to include
herself as a member of her classroom discourse community. As Meg was developing her
writing in the classroom through the genre-based pedagogy, she was apprenticing
Amanda into an academic genre that the girl, as an English language learner (ELL)
student in a regular classroom, was benefiting from, particularly in an English-only
instructional setting (as mandated by the Massachusetts English-only instruction state
law).
Intertextuality is one of the main characteristics of texts, as socio-cultural scholars
conceive them. Fairclough (1992) describes texts as “inherently intertextual, constituted
by elements of other texts” (p. 102). In Egan-Robertson’s words, “intertextuality focuses
analytical attention on the ways sets of texts are brought together and made use of by
readers and writers" (1998, p. 457). In Amanda’s case, she was using the co-constructed
classroom text as the academic model to follow in order to position herself as a
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knowledgeable writer, but still she was adding a new idea to make it her own text (e.g.,
she added the sentence They hopped in the van, in line 3 of her text, which was not in the
class text, but that referred to her own experience, as I learned later when I talked to her
about her story).
Amanda had the opportunity to use her own background experiences and funds of
knowledge to do her academic writing in Meg’s classroom. She was finding a space for
becoming literate in relevant circumstances. Amanda was developing her own identity as
a writer in her second language. She was taking a stance toward school’s ways of
knowing regarding written texts. The modeled text she had in the class-created story
constituted the authoritative text that exemplified the academic genre she was learning to
write. She added her creativity to that text and positioned herself as a student with
knowledge for writing in English, which was the only language valued for instruction in
the school community as well as in the state of Massachusetts.
I noticed that, after Meg visited her home, Amanda’s performance in class
changed. She seemed to be more confident, participated more openly and freely in
discussions, and was more eager to tell Meg and me about the books she was reading at
home with her parents’ help.

By the end of the school year, Amanda identified herself as

a competent writer capable of writing her own stories. She told Meg she wanted to
dedicate a story in both languages, English and Spanish, to her parents and I volunteered
to help her by writing the Spanish translation underneath her English text, so that her
parents would understand it. It took Amanda one week to finish her book, titled “Mother
Duck’s Babies,” which she illustrated and colored by herself.
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Meg and I noticed that Amanda’s story had some elements of two stories the
teacher had read aloud in the classroom, “Come along Daisy” (Simmons, 1998), and
“Five little ducks” (Paparone, 1995).

Later on I learned that her mom had read the

Spanish version of the story “The Ugly Duckling” (Olson, 2003) at home to Amanda
(Field notes, May-June, 2006). By borrowing from the classroom read-aloud stories and
from the home story, Amanda was showing the intertextual links she was making with
some of the school official texts and the texts in her first language.
Amanda’s story had two problems with the first one at the beginning of the story
followed immediately by its solution (Mother Duck’s eggs did not hatch, but then they
hatched). She included a second problem in her story (one of the five little ducks went
over the hill and got lost) borrowing from the story Come along Daisy. The story
resolution comes at the end when Mother Duck goes over the hill and finds her duckling
(similar to Five Little Ducks). This is the text of Amanda’s story:
Cover Page: Mother Ducks Babies (Story Title) By Amanda (Story Author)
Dedication Page: To my mom and my dad
Page 1 The baby ducks want to hatch but they didn’t.
Page 2 The babies hatched.
Page 3 The mother shows the baby ducks how to swim.
Page 4 One baby duck left.
Page 5 Mom was crying.
Page 6 Mom look (Sic.) over the hill.
Page 7 Then Mom found the little duck. She is happy.
Page 8 The end.
Amanda was an ELL student in a regular kindergarten class, a native Spanish
speaker, who did not speak English at home with her parents and relatives. Through
Amanda's story text, the teacher was able to see the girl’s writing skills development in
her second language. Amanda’s simple narrative indicated that she was focusing on the
salient textual features of recounts and narratives. It also showed that she had knowledge

of narratives and recounts as connected text types, or as belonging to the same
macro gen re.
Amanda’s story had a short orientation, since she began with a problem, but she
mentioned the story characters in the first sentence. She did not mention the time and
place, probably because she included them in her illustration. Her sequence of events
followed the expected chronological development (first the ducks hatched and when they
learned how to swim one of them left over the hill). She included feelings of sadness for
the story’s main character (mother duck) and positioned her as the character in power,
able to go around the hill looking for her duckling. Her story ending comes suddenly as
the mom finds her duckling and becomes happy, like the ‘happily ever after’ endings in
fairy tales.
The text was logical with coherent events, but it was not cohesive or
interconnected, since Amanda used only one temporal connective (then) towards the end
of the story. Her use of verbs was not completely appropriate, but she was showing
progress by choosing some past tense action verbs for her simple narrative. She used
some verbs in the past tense in some (hatched, left, was crying, did not hatch), some of
the processes were in the present tense (want to hatch, shows, is). Although Amanda was
making an outstanding progress, as an ELL student in a regular class, her story text was
evidence that she still needed more support from the teacher.
Because this story was a self-chosen task by Amanda, done at choice time, Meg
did not check it for corrections. Had Meg done so, would she have noticed that Amanda
needed more direct instruction on using connectives and on choosing the proper tenses
for her processes in a narrative? Probably, had Meg been working in a different daily
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schedule, she would have been able to dedicate more time to go over Amada’s story and
provide her the support she needed, as an ELL student writing in her second language.
Despite all the missing elements in Amanda’s story, Meg was pleased to see the
girl’s writing progress in her second language. Amanda’s writing pieces were showing
that she was able to use the resources in the classroom and in the home in order to write
her simple narratives. Bloome et al. (2005) talk about identity and knowledge as
inseparable constructs that always implicate each other (p. 194). In Amanda’s case, she
was gaining new knowledge as she was developing her identity as a writer in her second
language in school. At home she was developing as a Spanish speaker who could read in
her first language with her parents’ help; in other words she was becoming a biliterate
child. Home and classroom connected for Amanda through mother-teacher constant
conversations, interactions, and dialogues and in that way she was getting the benefits of
the home-classroom collaboration.
At the beginning of the school year, Meg asked each child what were their goals
for their learning in kindergarten as part of the initial activities she always does with her
class. After every child tells their specific goals, Meg writes each goal on a red heart and
posts it on a wall for the entire year. Amanda’s goal was to learn letters. At the end of
the year, Meg asked the kids to write what they had learned in her classroom and this is
what Amanda wrote:
I
I
I
I
I

learn
learn
learn
learn
learn

to yous the cop. (I learned to use the computer.)
how to reed. (I learned how to read.)
to play. (1 learned to play.)
my. ABC. (I learned my ABC’s.)
colors. (I learned the colors.)

(The sentences in parenthesis are my corrections to her original sentences.)
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Although she did not identify herself as a writer and was still using some invented
spelling, Amanda could clearly express her messages in her second language writing
pieces. Amanda was placed in the ‘scholars’ first grade class because she was showing
an excellent progress in her oral, reading, and writing development. The home-classroom
connection that was already in place helped Amanda to succeed in school at an early age.
Co-Constructing Learning through Home-Classroom Collaboration
A home-classroom collaborative project refers to a relationship developed by
teachers, students, and families who are working together towards the establishment of
learning events based on collaboration, dialogue, and common respect through significant
interactions that connect both worlds: the classroom and the home.
Co-constructing learning through home-classroom collaborative projects was
possible for Amanda and other students participating in this study because teachers,
families, community members, school personnel, and university researchers found
common ground for understanding and implementing social and literacy practices that
valued every participant’s cultural background, and their strengths and knowledge. It
conveyed a constant process of authentic dialogue and negotiation that was honored by
all of the participants, as significant components of the process, by focusing on the goals
and not on the immediate conflicts that were inevitable at some points of the process,
particularly at the beginning of our conversations. Focusing on the long-term goals
(students’ optimal literacy development, students’ academic learning, working towards
equity, and a more just education for all students, making schools a place where everyone
feels welcome, etc.) made the process more attainable, since everyone was focusing on
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the same outcomes and this prevented participants from focusing on the different
obstacles that came along the way.
Merging Zones of Interactions, Intertextuality, and lnterdiscoursivity
Yazmin looked at the interactions that were happening in her learning community
as a circle, what happened in the classroom had an effect on what happened at the
students’ homes and vice-versa; what happened in the homes had an impact on the
classroom learning events and daily activities. Yazmin noticed that, when parents visited
for part of the school day, taking advantage of her open-door policy, which allowed
family members to come in and sit beside the child to learn about what was going on in
the classroom, she could learn something about the parent-child relationship, which, in
turn, helped her to know the student in new ways.
When I focused on the same events that Yazmin was examining through her
ACCELA project, we were co-constructing a common inquiry process that led us to find
common ground in our study in order to examine the parent-child interactions in the
classroom. As a researcher focusing on family-school connections, I expanded Yazmin’s
metaphor “interactions are a circle,” to a more inclusive level and looked at all of the
multiple kinds of interactions that were happening throughout the process of creating
home-classroom collaborative projects. I noticed that Yazmin’s words, “interactions are
a circle,” described well what was going on in the classroom, which motivated me to look
at other interactions in the same way that Yazmin was looking at the parent-child
interactions: the classroom interactions were circles that created more connections, which
at the same time produced some interconnections among other circles of research
participants’ interactions. For example, we saw that when more than one family visited
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Yazmin’s classroom those families established some connections and created networks of
communication that help them to provide services to other families such as, giving each
other rides to and from school (or to the market), allowing their children to do homework
together to help one another with English learning, and occasionally providing
babysitting services (field notes, March, 2006).
Some of the families established a good relationship with me, as the researcher,
which led us into more conversations that helped us to learn about the families’ funds of
knowledge through family visits. Our friendship with Sukel, Amanda’s mother, is one
example of a special relationship that opened the door to Meg and me for one home visit
to the focal student in the kindergarten class. I saw those connections as spheres that
were generating multiple interactions (e. g., parent-child connection, teacher-family
communication, principal-parent conversation, researcher-teacher dialogues, researcherfamily connections, etc.).
The interconnection process, which was multiple and constantly changing, created
merging zones of intertextuality and interdiscoursivity between teachers and families that
brought new possibilities for understanding one another through the languages being
used, by the different discourses we were drawing from, while at the same time,
contesting and challenging them. Merging zones of intertextuality and interdiscoursivity
started to develop in Yazmin’s and Meg’s classrooms when the families agreed to
participate in the home-classroom collaborative projects. Spaces were opening for new
connections between the students, the teachers, and the families while they engaged in
developing the projects. New connections could be established among the family
members at home, among the teacher and the parents in school and at home (during home
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visits), and among family members and the students in the community. These new
connections brought with them more connections that occurred in the classroom and in
the community as families, students, researcher, and teachers were collaborating in the
projects from different perspectives and in multiple, interconnected ways.
I called the new interactions that were emerging from our connections merging
zones, as I saw the school and the families coming to understandings toward
communicating with one another through the multiple interactions that were taking place.
When I focused my attention on the students’ literacy development and learning I noticed
that there were some connections developing between the children’s learning at school
and their home literacy events, such as Amanda’s story writing. This intertextuality was
also happening through the dialogical practices we were engaging in at a research level in
school and at a district level in the ACCELA Teacher Quality Dialogues.
Interdiscursivity is the term used for the interconnections between discourses.
Fairclough (1992) defines interdiscoursivity (or constitutive intertextuality) as “the matter
of how a discourse type is constituted through a combination of elements of orders of
discourse” (p. 118) or as the presence or trade of one discourse within another. Through
our interactions, we were interweaving new elements of possibilities into our discourses
through the co-construction of new identities, relationships, meanings, and new
understandings in the research site.
Chapter Summary
This chapter analyzed the literacy development of Amanda, a Puerto Rican, ELL,
kindergarten student, who was placed in a regular classroom based on her mother’s
request, so she would be able to learn English as soon as possible. The chapter presented

a description and analysis of two of Amanda’s writing pieces, which are indicative of her
academic progress in an English-only educational system in which parental support was
present. The chapter ended with a description of the merging zones of interactions,
intertextuality, and interdiscoursivity that happened among the study participants during
the research because of the inquiry processes and the dialogical practices that took place
for two years.
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CHAPTER 9
FINDINGS, IMPLICATIONS, AND RECOMMENDATIONS
The findings presented in this chapter are based on the data analysis done in the
prior two chapters. Each one of the research questions will be followed by the major
findings that it generated in the data analysis, followed by a discussion of the findings
and as well the implications related to the findings. Some recommendations for further
research, policymakers, and for educators and administrators are at the end of the chapter.
Purpose of the Study
The purpose of this study was to examine the practices co-constructed by two
ACCELA teachers (who were the research participants) and their students’ families while
developing Home-Classroom Collaborative Projects conducive to the development of
partnerships in two urban classrooms where the majority of the students came from
working class and poor Latino families.
The context of the accountability system, which held educators responsible for
their students’ standardized test results and expected the development of home-school
partnerships with all the families, was relevant to the study findings. This study took
place in an urban school district with a numerical majority of Latino students’ (especially
Puerto Ricans) within the context of a national educational reform and an English-only
law at state level. Urban teachers, working with students from diverse, poor families,
speakers of other languages, needed to reach out to families in order to better understand
their students’ cultures and background experiences to connect the school curriculum
with the home. Therefore, this study examined the processes of involving Latino families
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in their children's education through the perspectives of two elementary ACCELA
teachers, their focal students, and their families
The purpose of the study was to gain understanding of the processes and
experiences of urban teachers and diverse families’ negotiations of practices conducive to
home-classroom connections based on genuine dialogue, trust, and respect, for the benefit
of the students’ literacy development. The general research question that guided this
study examined, how urban teachers and their students’ diverse. Latino families
developed home-school connections in a third grade ELL class and a Kindergarten
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regular class within the specific research contexts. The following sub-questions stemmed
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from the research primary question in order to answer the primary question in depth:
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1. How are the participants’ understandings and assumptions about building
home-classroom partnerships reflected on their discourses and their practices?
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2. Given the research context, what kinds of tensions, struggles, and possibilities
are relevant to the process of developing home-school partnerships?
3. How do the social and literacy practices co-constructed by the research
participants have an effect on the process of building home-classroom
connections and on students’ literacy development?
4. How do the participants’ understandings and assumptions change over time?
ACCELA’s climate and environments were unique in the way that they
contributed to the development of important dialogical practices among all of its
members, which affected the results of the study greatly. It is not the same to do a
research study by oneself than to do a research project within a community of researchers
like ACCELA was. Being a project assistant in a classroom with a teacher and meeting
with the same teacher some hours later in an off-campus college course in which all of
the students are in-service teachers in the same school district and have known one
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another for more than three years of taking courses together facilitated certain kinds of
conversations, ways of understanding, communication, and empathy that do not
necessarily happen in a ‘one-researcher-one-teacher’ research site. This was what
ACCELA meant to me as a program assistant, as an instructor, and as a researcher.
With no intention to underestimate the value of other research attempts I have conducted
before, I admit that ACCELA provided a physical as well as a research community space
for teachers, families, students, professors, and doctoral researchers to communicate and
work together, which allowed the participants to connect in significant ways.
Being situated in the ACCELA Alliance, this study had specific characteristics,
particular to the participants and to the context in which it was developed, which cannot
be exactly replicated in other places. As I have stated before, the courses taught to the
participant teachers by the ACCELA Alliance staff and program assistants, as a group of
people working for social justice, supported the participants’ development of specific
inquiry practices, constant reflection, and self analysis that were very particular to this
context. Trying to replicate this same context would probably not be possible, since it
was situated within the synergy produced by the collaborative works, dialogues,
reflections, and practices of the ACCELA community members. However, the study
findings could be considered as an example of what can be done through collaborative
and dialogical inquiry practices in urban schools with a diverse population, despite the
struggles and tensions that might appear in the way to finding possibilities.

Study Findings
In this section I present the major findings generated by this study according to
the questions it asked. The first question of the study was: how are the participants’
understandings and assumptions about building home-classroom partnerships reflected on
their discourses and their practices? The data analyses regarding this question
demonstrate that the teachers participating in this study, by engaging in practices of
reflections, like journal writing exercises, watching their videotaped lessons, listening to
their responses to the researcher’s interviews, doing constant reflection on their own
practices, and participating in productive ACCELA dialogues, were able to gain an
awareness of some pre-conceived assumptions (based on models of deficit about non¬
mainstream groups) regarding Latino families and students, which were getting in the
way of their goals for developing home-school partnerships that worked for non¬
mainstream families.
The second question examined the tensions, struggles, and possibilities relevant to
the process of developing home-school partnerships within the study context. The first
major finding generated by this question was that the participant teachers in this study
experienced tensions related to (1) the lack of support at district and at school level
reflected in the shortage of bilingual resources and personnel working at the school,
especially in the school’s main office, (2) the lack of district professional development on
home-school partnerships that work with diverse families and students, and (3) the
scarceness of multicultural resources for providing culturally relevant instruction to
diverse students.
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The second major finding generated by the study’s second question, regarding the
possibilities found by families and teachers, was that teachers’ practices are crucial for
making a difference in home-school partnerships. The participant teachers and the Latino
families participating in this study found possibilities for connecting the homes and the
school practices as they engaged in the following social and literacy practices: a)
constantly communicating through oral and written modes; b) working collaboratively on
classroom projects c) family presentations in the classroom, d) teachers’ home visits, and
e) open invitations to all families, practices that made it possible for the Latino families
and the teachers to establish continued contact and reciprocal communication in positive
ways. This finding supports Epstein’s (1988) research, which found that “ teachers’
practices, not the education, marital status, or work place of the parents... made the
difference on whether parents were productive partners with schools in their children’s
education” (p. 58).
The third major finding generated by the study’s second question was that the
home-school partnership and the family-teacher communication and collaboration
positively influenced the biliteracy development of this research’s focal student. As
described in Chapter 8, Amanda’s outstanding literacy development was influenced by
the respectful relationship, constant communication, and dialogues between Meg and her
parents, and also by the multiple ways in which her teacher opened a space for the
families’ funds of knowledge in her classroom.
The third research question investigated the social and literacy practices co¬
constructed by the research participants and their influence on the process of building
home-classroom connections and on students’ literacy development. The first finding

regarding this question is that, through the implementation of authentic dialogue and
through practices such as constantly communicating through oral and written modes,
working collaboratively on classroom projects, family presentations in the classroom,
teachers' home visits, and open invitations to all families, the participant teachers in the
study gained new understandings of their Latino students’ and families’ funds of
knowledge and their ways of learning, which were significantly helpful for the
development of home-classroom projects conducive to home-school connections.
The participant teachers in the study found that their creation of an action plan
with attainable goals, flexible and adjustable to their available time and resources, helped
them to make a difference, while including diverse families in the school curriculum and
to achieve their goals of making home-classroom collaboration work. Home-classroom
collaborative projects were an effective way of helping the participant teachers to initiate
a home-school partnership in the absence of a school- or district-wide comprehensive
plan aimed at involving diverse families. Home visits helped the participant teachers to
understand that well planned home-visits, that include the parents’ consent, using the
parents’ first language, (or having an interpreter), opens home-school connections that
allow for the use of urban, diverse, Latino families’ cultural and literacy practices in the
classroom curriculum.
The last research question examined how the participant teachers’ understandings
and assumptions changed over time. The data analyses regarding this question generated
three major findings. The first major finding is that the participant teachers in this study
found that changing one’s own assumptions is a process that takes time, inquiry, learning,
developing new understandings, reflecting about the new knowledge, and engaging in
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dialogues. They unveiled some of the myths that portray Latino families as not caring
about their children’s education, not coming to school activities unless they were
provided food, and not participating in their children’s academic lives in school.
The second finding generated by the last question was that the participant families
in this study found that they had developed new understandings regarding ways of
collaborating with their children’s teachers in home-school projects that promoted their
children’s engagement and enthusiasm about the school curriculum and learning.
The third finding that emerged from the data analysis regarding the study’s fourth
question was that one of the participant teachers found that her new learning and
understanding about Latino families, brought by constant reflection, literature reading,
and her participation in this study, helped her to conduct professional development for
school colleagues in her grade level team, helping in this way other teachers to learn
more about the participant Latino families’ funds of knowledge, literacy practices, and
effective ways of involving Latino families in the school curriculum.
Discussion of the Study Findings
One of the ideas grounding this study was that Latino parents need to be involved
in local district schools; that they need friendly staff and school personnel, who are able
to make schools a non-intimidating place for them, especially for new-comers from
Puerto Rico or from countries from the Caribbean or South America, who do not speak
English. Because of the approval of Question 2 in Massachusetts, many bilingual
teachers were removed from their classrooms, making it difficult to maintain open
connections to families whose second language abilities in English were limited. This
situation was aggravated by the discrepancies between experts’ models and definitions of
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parental involvement (Epstein, 1987, 1988, 1994, 1995, 1996, 2005; Delgado-Gaitan,
2005) and urban teachers’ understandings of the different roles of family participation in
schools.
Not every teacher understands the role of parental involvement in their children’s
education in the same way, but both teachers participating in the present study were
thinking and reflecting about the importance of reaching out to diverse families as
partners. Teachers' understandings of home-school partnerships vary and depend on
their own ways of dealing with people. It is important to remember that every teacher is
different and that they all have different personalities. The important thing is that
teachers and families find ways to communicate effectively with one another, being able
to understand one another well. Yazmin and Meg found some ways to communicate
effectively with their non-mainstream students’ families.
Yazmin and Meg started this project as ACCELA students, who were working on
a course assignment related to making connections with Latino families in the classroom.
Yazmin was happy with the results, as it was evident in her own words by the ways she
valued the students’ connections to the parents’ knowledge about Mexico, Dominican
Republic, Puerto Rico, and to the “consejos” (advice) that the family members gave them
at the end of their presentations. Meg was very involved in bringing the students’
cultures and background knowledge into the classroom and in making the families feel
they were a part of the classroom through her classroom quilt and big books of family
memories projects.
When Yazmin and Meg saw the family-child interactions going on in the
classroom during parents’ visits and presentations, or at their homes (when they visited),
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they learned a new way of understanding the ‘whole child’ from the parents’ own
perspectives. Before doing this research, Meg thought that a teacher would be able to
know and understand her students just by focusing on her constant assessments, testing
practices, and her daily observations in the classroom. After this research study, Meg
assured her colleagues in one professional development presentation she offered at her
school that assessment and test results were not the only evidence a teacher needed in
order to understand her students. She admitted that, as a teacher, she learned to know
better the families through the projects she was developing in the classroom with their
collaboration. These were Meg’s own words, “Doing these projects just helped me to
know the parents so much better! And I just could see a side of the parents and the
families that I hadn’t seen before.” The projects did help her to get a clear picture of the
whole child.
Both, the families and the teachers participating in this study found that, in order
to engage in dialogue, there was the need to develop a relationship based on mutual
respect and trust. The teachers’ new understandings about doing a home visit helped
them to make the connections with families before making the visit. They understood
that they needed to consider the following ideas: a) initiating a conversation with families
at the beginning of the school year, which is based on mutual respect, no matter the race,
social class, or the type of family they represent, traditional or non-traditional; b) making
the conversation ongoing and reciprocal, using the families’ home languages whenever
possible, or using a translator when necessary; c) making families feel safe at school (by
using courteous manners and welcoming them into the classroom); d) accepting families
as their child’s first teachers at home and having in mind that the teachers should not try

to fix the families to conform to the mainstream’s views of parental involvement; and e)
understanding that each family is unique and that what is compelling to one family may
not be as important for other families.
In this research, Meg and Yazmin made spaces for families in the classroom and
some families made a space for them in their homes. These practices allowed us to gain
first-hand knowledge of some of the parent-child interactions going on at the homes as
well as some teacher-families and parent-student interactions going on in the classroom.
These practices led the research participants to gain a better understanding of one
another. The teachers gained first-hand knowledge of the Latino families’ social skills,
literacy practices, funds of knowledge, and students’ ways of learning from their family
members through specific interactions that were relative to their own cultural and literacy
practices. The parents and family members learned how classrooms work as a
community in which they can become partners if they wish to.
Implications of the Findings for Local Schools
The Need for a Redefinition of Home-School Partnerships
The field of family involvement deserves to be taken seriously and needs more
attention from all the stakeholders. Family involvement needs to be understood and
considered as a high priority at national and local levels, not as an add-on to the school
teachers’ multiple tasks. Family members and parents, as well as caregivers, are involved
in their children’s education in many different ways; showing up in school is only one of
the ways that they show their interest in school activities, but it is not the only real
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measure of how involved parents are. Teachers who are willing to develop homeclassroom partnerships need to understand what it really means for parents to be involved
and how they can become agents of change to make it happen.
Developing home-school partnerships is a process that demands common
understanding of the process, a clear vision of the goals, a timeline, and clear
expectations. This process includes some specific steps and procedures that school
administrators, community members, stakeholders, teachers, and school staff members
need to follow in order to reach attainable goals. Therefore, urban schools as institutions
that deal with multicultural and diverse populations need to engage in more dialogue
about their needs to support and promote the development and establishment of parental
involvement plans that work for all families.
Many researchers and scholars have pointed out these ideas and have provided
comprehensive plans to help schools do their job, but most of the schools’ attention goes
to districts’ assessments and states’ testing, as happened in this study’s participant
schools. School administrators need to find a balance between measuring the academics
and the ways of “focusing on the whole child” by inviting all families to become “equal
partners’ in education, opening the school doors to all families.
The need for a redefinition of family involvement calls for collaborative action
between the families, as community members, the school teachers, and other personnel to
work together toward the development of common goals and expectations. Urban
families have talents, knowledge, and a deep desire to help their children succeed in
school. The families and the teachers, working as equal partners, need to work together
for demanding more attention from school authorities to address their needs and
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concerns. The school authorities and policy makers need to hear the organized and
united voices of families, community leaders, and teachers who ask for more involvement
in their children’s education.
The Teachers’ Need for Support
Providing support for teachers entails making arrangements at the school level to
give them an extra amount of time for their work with families as their partners.
Teachers need to have time during the school day to do the needed planning and
development of some activities that go beyond their daily teaching routines and practices,
such as making phone calls to families, translating documents sent home to the students’
parents and family members, or seeking help for doing the translations, and reading
articles and books on the latest research findings that can help them to learn techniques,
strategies, and approaches to initiate, sustain, and implement a year-long home-classroom
collaborative project with the families. Teachers also need to engage in study groups to
discuss their readings, have grade level team discussions to make a home-school
connection action plan that works for all their diverse families, and if possible, watch
other teachers’ videotapes of the new practices they are expected to try in the classroom
before they buy into new ways of doing things with families. Meg’s presentation of
professional development in her school included an excerpt of a video about a family
presentation in her classroom, which helped the grade-level team teachers discuss the
relevance of inviting families into the classroom as presenters (field notes, Fall 2008)
Allowing the teachers some time within the schools’ weekly schedule to engage
in planning parental involvement activities and practices is an important step towards
enhancing the definition of family involvement in school. Developing home-school

partnerships that worked for all families was one of the participant teachers’ goals, as we
heard from their own voices in prior chapters. When Meg was expected to involve
Latino families whom she did not know how to work with, she wanted immediate help to
solve her conflict, which was understandable in the school district context that, as Meg
said in her journal, waisted lots of money on professional development that “did not meet
the teachers’ needs.” This is why Meg expressed her need of professional development
on “how to talk to Latino parents,” and wanted to have more multicultural resources in
place for connecting her diverse students’ families to the school curriculum.
The Need for More Multicultural Resources
As Meg wrote in her journal, teachers need their administrators and school
superintendents’ support and advocacy with the school committee for providing more
culturally responsive resources so they can reach out to diverse families in better ways.
The ACCELA teachers had access to multicultural resources and children’s literature
through the graduate courses they were taking. However, not all the teachers in the
district had the same opportunity, which means that the school district authorities need to
focus on the diversity that the school population represents and provide in-service
teachers with the culturally responsive resources that will enhance children’s education.
The Need for Teachers’ Professional Development
Not every teacher knows what the real situation regarding her students’ families is,
since the families are so diverse and distinct and come from different levels of social
class and economic status. Teachers need to know the communities in which they teach
in order to better help their diverse students. Teachers need to have professional
development on a myriad ways to involve families in the school. Yazmin and Meg were

expressing feelings of gratitude towards the ACCELA courses they were taking that
provided them with new knowledge about different ways of building home-school
connections with their diverse students’ families. The recognized that the new
understandings they were developing in those courses were of great help when they
initiated their action plans in their classrooms with the families.
Some of the teachers in the spring 2007 Critical Children’s Literature and the
Puerto Rican Experience course were very clear when they said that: “We never have
professional development related to involving diverse families in school curriculum, like
we do here (in the class), and it’s a real shame, because we need the students’ families to
become our partners” (Field notes, June, 2007).
Implications for Colleges and Universities
Based on the these study findings, both participant teachers were becoming agents
of change in their own classrooms as a result of their active participation in ACCELA,
which provided the tools they needed at the moment of their projects. I see the need for
colleges and universities to take the lead in preparing future teachers, administrators,
principals, counselors, and other school personnel to work from critical perspectives
while educating diverse population in urban districts. Multicultural education’s
components, including critical pedagogy, are promising for helping our nation’s schools
to embrace all of the different ethnic groups’ contributions to our nation. Critical
pedagogy is part of multicultural education and should become a lived experience for all
teachers, administrators, principals, counselors, and other school personnel, so that they
are empowered to make the students live the experiences of inquiry and reflection on
social issues, to become agents of change.
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Implications for the Federal Government’s Educational Reform Agenda
This study has implications for Federal government policies and practices
regarding public education and family and community involvement in urban schools.
The NCLB Law of 2001 articulated goals for improving the academic achievement of all
students, regardless of race, ethnicity, social class, home languages, and cultural
backgrounds, bringing national attention to the existing inequalities in many of the
nation’s public schools. The law made clear the important role of families in education,
and expected schools to include families as “equal partners” in schools at a national level.
In doing so, the law forged new hopes for closing the achievement gap by providing
access to highly qualified teachers to all students with the families as partners, among
other things, but what the law did not propose was the strategies for allocating equitable
funding for all schools at state and at local levels. According to the report titled
“Democracy at Risk: The Need for a new Federal Policy in Education” (April 2008),
working mechanisms for reducing the inequalities in funding for all schools were
neglected, leaving urban schools at the mercy of state sanctions based on standardized
test results. Accountability without equitable resources and funding was not enough for
accomplishing the NCLB expected goals, as evidenced by the consistent lower
percentages in the annual rate of gains in reading and mathematics by White, African
American, and Latino students in grades 4 and 8 after the NCLB was approved, from
2003 to 2007, as compared to the years before the approval of the law, with the exception
of the 8th grade Latino students’ gains of 0.2% in math (The Forum for Education and
Democracy, April 2008, p. 5).
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The Federal government's policies and procedures regarding the education of
marginalized students and parental involvement in urban schools need to provide for new
strategic ways, if avoiding the present situation is the goal. The NCLB legislation
initiatives without appropriate resources and equitable funding have fallen short of
including all families as equal partners in urban schools.
The Federal government has to face the real challenges that a diverse student
population with a majority of Latino students increasing at a very fast rate brings to the
nation, if connecting families and communities of marginalized groups with schools for
the benefit of the students’ literacy development is the goal to be accomplished in order

I
to ensure a quality education for all. New initiatives are needed for creating a national
it

qualitative research institution with an engaging and comprehensive agenda that includes

II
all of the stakeholders. This might bring new possibilities for dialogue and conversations

j;
i

regarding promising practices for home-school partnerships that include the voices of
families, community members, and teachers. More funding has to be allocated for
providing urban schools with translators for families who do not speak English and for
hiring highly qualified personnel, capable of working collaboratively with non¬
mainstream families, to develop a qualitative research agenda in local districts to help
find new ways of connecting the students’ learning in school with their homes and
cultural backgrounds. The need for a critical, culturally relevant pedagogy is a real issue
that the nation has to attend to and including all families and communities in public
schools is vital if the nation is aiming for a more democratic society in the land of
democracy.

281

Recommendations for Further Research
Because this research only focused on the early grades of the elementary level,
future research on this topic should focus on the upper elementary grades and as well on
the middle and high school Latino student population in our local urban schools in order
to complete the task that the present study has initiated. There is the need to know more
about the students we teach in order to better serve them and future research can bring
that knowledge.
Also, because we still need to learn more about the Latino families’ funds of
knowledge, more research is needed in this important area - research that commits itself
to doing home visits to the Latino households and that develops a close connection to the
families in their own neighborhoods and communities. In this way, documentation of
these families’ values and beliefs that shape their literacy practices, as well as their
background experiences, coping strategies, ways of knowing, and resilience, will be
documented together with the social and political forces that have an influence on their
local practices with reading and writing. This kind of investigation will provide
knowledge sources of great help for the teachers, giving them more opportunities to link
the curriculum to the students’ families and make instruction relevant and significant.
Conclusion: The Need for Perseverance in Qualitative Research
My use of the term perseverance refers to my practice of not jumping to
conclusions and waiting for more data in order to look at the patterns the data generate. It
also means taking time to do reflection on my own assumptions, as I did regarding my
assumptions about the teachers, the students, parents, and family members. As the
researcher, I made spaces for the participants and modeled the use of wait time and
dialogue. By doing that, I facilitated interactions that brought some reflections on one’s
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own assumptions and beliefs, which otherwise would have not happened in the way they
occurred. As one example, when I made my first phone call to Max’s mom she did not
accept a home visit and gave me a complaint about Mrs. O’Hare’s reluctance to invite her
into the classroom. I initiated a calm, kindhearted, conversation that helped her
overcome her uneasiness and later she visited the classroom to present her paintings.
The constant dialogue going on between the teachers and myself helped the
teachers to better understand the dialogical practices that worked with Latino families and
how to develop relationships with them as equal partners. Dialogue was crucial to this
research in that it was precisely through such dialogue that the participants initiated many
reflections. Dialogue as a way of establishing our relationships was central to this
investigation because without it we would not have done what we did in order to find
common ground and common understandings to move forward from the narrow bridges
we were in. It meant taking ourselves into the humbleness and unassuming practices of
listening to “the others,” trying to really understand them; trying to really learn from their
funds of knowledge.
Final Thoughts
The basic challenge we face today in an interdependent world is to
disconnect the notion of difference from the notion of superiority; to turn
the unfamiliar into a resource rather than a threat.
Mary Catherine Baetson, (Peripheral Visions, 1994, p. 233)
The quote above has inspired my research process and has helped me to focus on
my own assumptions as a researcher. It has greatly helped me to understand that we all
have assumptions about those who look unfamiliar or who are not like us. As a
researcher, I need to reflect constantly on this thought and try to look at the ways of
turning “the unfamiliar into a resource rather than a threat.” When the researcher focuses
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on her own assumptions about “the other,” she models the process of self reflection for
the participants.
Our American history of constructing otherness by focusing on the dominant
culture’s ideals and values as “the norm” has rendered other groups as “the others” just
because they are different. When perceptions of “the other”are institutionalized at a
national and at a local level by common, daily practices (e.g., by the media) and by the
educational institutions’ processes and practices, looking at the groups of people who
have been constructed under deficit assumptions becomes natural. When the practice of
constructing otherness is not challenged or questioned, it becomes a natural practice in
the everyday social life of public institutions. The schools, as public institutions, were
created to serve rather than to marginalize people.
As I turned the critical lens of analysis on myself, while conducting the present
study, I found that I had some unquestioned assumptions about teachers and their
practices. After gaining new understandings about the research participants, I forced
myself to look at things from the others’ points of view, and I started to envision new
possibilities. This reflection process has continued through the ending stage of my
doctoral studies and through my teaching practices with in-service teachers, as an
ACCELA member.
The reality is that uncovering one’s assumptions is never a finished process.
Assumptions are always there, but it is our job, as human beings and as researchers, to
keep exploring and interrogating them as our usual state of mind through our critical
inquiry projects. It is in this way that the researcher can become aware of the others’
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strengths and capabilities and learn to trust them as someone who has something
important to share in our community.
I have been learning to trust “the other” as people who have something important
to share, through the connections I have developed and established through a time well
spent with some of those people who were from a different culture, less experienced, or
younger than me. After this experience, I started to understand myself in relation to
others, the ways I learn and get knowledge from other people, and the ways I can
contribute to other people’s understandings when we reflect together. I have shared my
reflections with the in-service participant teachers as my own way to open the dialogue
that was needed for doing this research project together. I thought that by being honest
about my own reflections I could contribute to blazing the trail for other teachers who
were working with me in the ACCELA project.
The ACCELA Alliance research process brought important connections among
myself and the research participant teachers as we had the time to get to know one
another, as we engaged in reflection for developing more understandings about ourselves
and about non-mainstream families and their children, and as we dedicated time to
examine findings related to new understandings about the diverse (mostly Puerto Rican)
families. These dialogical practices were conducive to uncovering assumptions and to
learning from one another, in other words, to gain connected knowledge.
In their book Women's Ways of Knowing, the researchers Belenky, Clinchy,
Goldberger, and Tarule (1986) discussed their distinct views of people’s ways of
accessing knowledge as: “separate knowers” and “connected knowers.” They say,
“Connected knowers develop procedures for gaining access to other people’s knowledge
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and at the heart of these procedures is the capacity for empathy” and that “connected
knowers’ purpose is not to judge, but to understand” (pp. (113-116). Connected knowing
requires patience and “the authority in connected knowledge rests not on power or status
or certification but on commonality of experience” (p. 118). Connected knowing “works
best when members of the group meet over a long period of time and get to know each
other” (p. 119).

Because connected knowing is rooted in relationships, it involves

feelings, but it also involves reflection. This view of knowledge united to Freire’s views
of dialogue informed the present research process methodology as we, families, teachers,
students, and researcher worked together through a collaborative process.
Uncovering one’s own taken-for-granted assumptions about “the other’ was a
crucial step towards developing an understanding of other people’s experiences and
world views for the study participants. In this study, the participant teachers went
through a process of finding new understandings, a process that took time, patience,
thinking and reflecting, analyzing feelings of being uncomfortable, sometimes more
reflection than others, but certainly a great determination, and faith in a better future with
new possibilities for urban families and students. Sometimes it meant to be waiting at the
other end of a one-lane, narrow bridge, patiently hoping that those who were crossing
could reach our side with an understanding of what it means to wait for someone to find
common ground for dialogue. At other times it meant our own efforts to broaden our
own narrow bridges of thinking about “the other,” so we could find the trust we needed to
establish a true dialogue. But we all could cross our own bridges no matter how narrow
they were.

It is our hope that this research may inspire other teachers and researchers to

do what we did; take the time and effort to do self reflection on practices and assumptions
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for the benefit of a more just educational experience for our diverse students in our urban
schools, and for a fair society and a more peaceful world.
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Table 2. Field Notes Chart

Dates

Data Collection

Kinds of Data Collected

Sources
Fall 2005

Spring 2006

My co-teaching of
the Course Ed. 784:
Critical Multicultural
Analysis of
Children’s Literature
and the Puerto Rican
Community
My participation as a
PA in four ACCELA
teachers’ classrooms

Fall 2006 to Spring
2007

My visits to the
classrooms based on
my job as an
ACCELA Program
Assistant and as a
doctoral student with
permission to
conduct research in
the district Public
Schools

Summer 2007

My meetings with
research participants
for confirming
evidence

- Field notes about class discussions
- Copies of teachers’ projects and final Action Plans
- Copies of teachers’ journals
- Videotape of the teachers’ final projects
presentation.

- Field notes of my classroom visits for videotaping
teachers’ lessons
- Permission slips
- Videotapes of families visiting the classrooms
- Interviews with students, parents, and teachers
- Schools’ flyers going home (copies)
- Teachers’ notes going home (copies)
- Permission slips (for the ACCELA Project and for
my dissertation research)
- Field notes of the teachers’ lessons
- Videotapes of family presentations in the
classroom
- Audiotapes of interviews with focal teacher,
students, and parents
- Evidences of Focal Students’ writing samples,
academic-related papers, and artifacts brought from
home
- Copies of home-school written communication (e.
g.: students’ letters to their parents, invitations to
school activities, teacher’s letters to the families,
school notes going home, flyers sent home by the
school, etc.)
- Copy of family-made books
- Evidence of focal students’ academic progress
(e.g., last report card, writing assessments, reading
assessments, etc.)
- Log with notes about my conversations with the
teacher (regarding home visits, my interviews to her
students, my interviews to her student’s parents.
- Audio tapes of interviews with research
participants
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Table 3. Corpus of Data
Type of Data

Quantity

Total Amount

Field notes

2 binders approx. 700 p. ea.

approx. 1, 400 pages

Videotapes

60 (40 min. ea.)

Interviews

10 tapes (30 min.)

5 hours

Government Documents

NCLB (Parent Inv. Section)

15 pages

40 hours

The data were collected for two school years (2005-2006 and 2006-2007) in two different
classrooms and two different schools in the same district.
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APPENDIX C
PARTICIPANTS’ SOCIAL IDENTITIES AND WAYS OF DEFINING SELF AND
OTHERS DURING A FAMILY PRESENTATION
IN MEG’s KINDERGARTEN CLASSROOM
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The information presented below is an analysis of a family visit to a classroom as
a presenter, event in which a kindergarten boy and his mom were presenting their
paintings to the class in Meg O'Hare’s classroom at North Community Elementary
school. The table presents an analysis of each turn which is divided into message units
and also offers what was identified by the research participants as the purpose of the
speaker's words and/or actions, how each speaker’s words, gestures and /or actions
defined herself and others in the group, and ends with some comments related to the
analysis. This analysis was not meant to be fixed or final, it was thought of as tentative
way of looking at what was happening during the presentation given our knowledge of
the students and of the other participants. The important feature of the analysis is that it
was done collaboratively and reflected the views of teacher and researcher working and
learning together as a research team.
Each turn of each speaker was divided into message units to facilitate the analysis
at an in-depth level, or at a micro-level, following the microanalysis of classroom literacy
events done by Bloome et al. (2005). The turn numbers were kept the same as in the
original transcript, but each turn number has been added another number after the dot to
indicate it is a message unit of the same turn. As one example if you look at turns 1 and
2, you will notice that turn 1 goes from 1.1 to 1.37; this meaning that there were 37
message units found in turn 1, which presented Mrs. Meg O’Hare giving directions to the
class in order to get ready for the family presentation. Right after turn 1.37 comes turn 2
which corresponds to Max, a student whose mom will be in charge of the presentation,
(or at least this was what the teacher thought until the presentation began). I added a
number to each message unit just for the sake of the analysis
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Table 4. Participants’ Social Identities and Ways of Defining Self and Others During a Family
Presentation in a Meg's Kindergarten Classroom
Turn

Speaker

Message Unit

Comment
about the
Message
Unit

Purpose of
message/ action

Self-Identity

Defning Others

1

Mrs. O

Okay,

(To the
class)

Initiating a
transition

Teacher
(person in
charge)

Children as class
members

1.1

good.

1.2

Show Max’s mom
how we pledge.

1.3

I see that Ian is
ready...

1.4

Oops, the other
way!

Correcting,
telling how to
pledge correctly

1.5

So, let’s show our
respect for our
country.

Giving a
command

1.6

We’re not talking.

1.7

are we?

1.8

Okay, put your right
hand over your
heart.

Redirecting
students’
attention by
negating what
some of them are
actually doing
Confirming that
the students
understood
message
Giving a direct
command

1.9

Come on now.

Students as good
listeners

Evaluating
students’
behavior
Directing
students’
attention to the
scheduled
activity, showing
awareness of the
visitor
Acknowledging
a student who
behaves in the
expected way

(To the
class)

Urging students
to start the
pledge correctly

Comments

Students as
capable of
behaving in front
of visitors

Even though
Max’s mom
has arrived,
the teacher
continues with
the class.

Ian as a member
of the group of
students who
know how to
behave when
visitors come in.

Ian came from
other class
where he was
considered a
“trouble¬
maker” and
here he is one
of the best
students.

Some of the
students as not
knowing how to
pledge
The pledge as
the way to show
respect to the
country
Our country as
deserving
respect

Teacher
(person in
charge)

Inviting the
class to
continue with
the routine
activity even a
visitor arrived
because they
are showing
respect for our
country.

Group as
disruptive, as not
able to follow a
routine they are
used to do
everyday
Students as
listeners, as
followers of the
daily routines
Students as not
doing the pledge
correctly and as
being distracted
Students as slow
performers

Continued, next page.
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Table 4, cont’d.:
Turn

Speaker

Message Unit

1.10

This is June!
Everybody should
know this by now.

1.11

Luis, right hand.

1.12

1.13

Comment
about the
Message
Unit
(Bryan
looks in
the
direction
of Max
and his
mom and
waves his
left hand
three times
at them,
with his
right hand
still on his
heart to do
the
pledge.)

Looking at
Luis,
Kamarii,
and
Kwaneesh
a.

Purpose of
message/ action

Self-Identity

Defining Others

Acknowledging
the visitor’s
presence in the
classroom

Member of
the group of
Max’s
personal
friends, a
student who
can manage
to follow the
routine
activity, by
keeping his
right hand in
place for the
pledge, but
uses his free
hand to do
something
nobody has
done yet: say
hello to the
visitor
Frustrated
teacher

Other students as
not being polite
to the visitors

Directly
reminding Luis
of the right hand

Person in
charge

Kamarii, right hand.

Directly
reminding
Kamarii of the
right hand

Person in
charge

Kwameesha, are
you ready?

Directly
reminding
Kwameesha to
get ready

Person in
charge

Students who are
not placing their
right hand on
their chests as
not knowing
what to do after
one year of
school

Comments

Even though
the students
have spent a
whole year
doing the
same routine,
they seem to
be distracted
by the
presence of
Max’s mom.

Luis as one of
the students who
does not know
which hand to
use for the
pledge (after one
school year)
Kamarii as one
student who is
not able to use
the correct hand
for the pledge
(after one school
year)
Kwameesha as
one student who
still does not get
ready on time for
the pledge (after
one school year)

Continued, next page.
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Table 4, cont’d.:
Turn

Speaker

Message Unit

1.14

I pledge allegiance
to the flag of the
United States of
America and to the
republic for which it
stands one nation,
under God,
indivisible with
liberty and justice
for all.

1.15

Okay, Peelar.

1.16

Brent, can you stand
over here so
everybody can see?

1.17

1.18

Okay. Can you all
please move over?

1.19

Just about... right
here.

1.20

Let’s see your, your
best school listening
looks.

Self-Identity

Defining
Others

Class leader

Students as
members of the
American
society with the
obligation to
recite the pledge
every day

Moving the
routine to the
next activity

Teacher,
group leader

Peeler as the
designed group
member who
knows her
responsibility
towards the class

Asking Brent to
do something for
the class benefit

Caring
teacher

Brent as a polite
boy who is able
to do what he is
asked in order to
help everyone

Teacher,
leader

Class as
members of the
same group of
Americans who
express love for
their country
through singing
Students as
Listeners

Comment
about the
Message
Unit
(the class
joins her in
the pledge)
(They
recite the
pledge
together.)

Purpose of
message/ action

(Continues
to direct
the class)
with the
song.) (She
gestures to
Peelar to
go get the
US map.
Peelar gets
it.)
(Brent has
the flag
and shows
it to the
whole
class while
they sing
the
patriotic
song).
(Everybod
y sings the
song This
Land Is
My land.)

(1:26)
(Continues
to talk to
the
students)

Re-directing the
whole class
attention, giving
a command

Teacher,
person in
charge

Allocating space
for the
presentation
Requesting

Teacher,
person in
charge
Encourager
of good
behavior
expected in
school

Comments

Students as
capable of being
good listeners
and able to show
it by how they
look at the
presenter in “a
school way”

Continued, next page.
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Table 4, cont'd.:
Turn

Speaker

Message Unit

Comment
about the
Message
Unit
(To Brent
who gives
her the
flag.)

Purpose of
message/ action

Self-Identity

Defining Others

Polite
teacher

Brent as a good
helper

Teacher as
authority,
student as
lacking self
control
Teacher as
authority, Kiara
as not
recognizing
space limits
Trinity as a
cooperative girl.
Teacher as
authority
Tatiana as not
having self
control, teacher
as authority
Justin as a
student who gets
in trouble when
sitting near a
friend,
teacher as
authority
Bryan as a
student who does
not know how to
control himself,
teacher as
authority
Teacher as
authority, Luis
as passive
Luis as an
immature boy
who does not
know how to
concentrate
Luis as someone
who needs to be
reminded of
“proper school
behavior”
Max’s mom a s a
presenter and as
a painter, class
as an audience,
Luis as not a
good audience
member

1.21

Thank you.

1.22

Kamarii, ready?

Giving a
command

Person in
charge

1.23

Kiara, move over.

Giving a
command

Person in
charge

1.24

Urn, Trinity, right
here looks great,
urn,

Offering the girl
a spot to sit

Indulgent
Teacher

1.25

Tatiana right up
there.

Giving a
command

Person in
charge

1.26

Justin, why don’t
you sit here, right
over on the carpet,
over here.

Giving a
command

Person in
charge

1.27

Okay, um, Bryan,
switch places with
Peelar, please?

Giving a
command

Person in
charge

1.28

And... Luis come
sit over here.

Giving a
command

Person in
charge

1.29

You have to
concentrate

Giving an order

Teacher who
knows her
students
weaknesses

1.30

and you're going to
be sitting properly

Giving an order

Person in
charge.
Teacher as
authority

131

because Max’s
mom is going to
show us her
paintings...

Giving an
explanation

Person in
charge

[2:03]

[2:26]

Comments

Continued, next page.
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Table 4, cont’d.:
Turn

Speaker

Message Unit

Come on over here.
Max.
Just watch out for,,,

132
133

134

I’m going to move
these chairs.
This way you can
set up on this table

135

136

Do you want to go
help her

137

She’s got all of... ,
everything

2

Max:

Yeah.

2.1

I am going to help
her

2.2

with her xxx

3

Mrs. O

Everything.

4

Max

Everything!

Comment
about the
Message
Unit

(the
camera
chord).

(Mrs. O.
rearranges
the small
red chairs;
she moves
two chairs
from the
front of the
kidney
table to the
side,
making
space for
the
paintings.
Right after,
she
gestures to
Max to
come over.
She asks
Max
(referring
to his mom
who has all
of the
paintings
in her
hands)

(2:56)

Purpose of
message/ action

Self-Identity

Defining Others

Giving a
command
Warning for
danger

Person in
charge
Responsible,
caring
teacher
Person in
charge
Helper,
person in
charge

Max as the
student
Boy who needs
to be protected

Asking Max to
be a helper

Person in
charge

Max as a son
who should help
his mom

Agreeing with
the teacher
Obeying a
teacher’s
suggestion

Helper

Teacher as
authority

Explaining her
action
Giving a reason
for her action

Comments

Class as passive
audience

(undeciphe
rable)

(In a
squeaky
voice)
Long
pause.

Continued, next page.
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Table 4, cont’d.:
Turn

Speaker

Message Unit

5

Mrs. O:

She’s got
everything

6

6.1

Max:

Hi!

Comment
about the
Message
Unit
(Max goes
back to
help his
mom bring
the
paintings.
The
students
are very
silent and
keep
looking at
Max and
his mom.)
Mrs. O.
moves
behind
Orlando,
leans
toward
him. and
whispers
something
in his ear,
then she
sits down.)
(3:29)
(Max helps
his mom
put the
paintings
on the
floor,
stands in
front of the
class and
starts to
talk. His
mom,
Silvia
stands
beside
him.)
(3:31)

My mom
(Holding
the first
painting in
his hands)

Purpose of
message/ action

Self-Identity

Defining
Others

Empathizing
with the mother

Caring
teacher

Mom as needing
help

Reminding
Orlando to
behave well
(probably)

Affectionate
teacher who
can remind a
student to
behave
without
embarrassing
him in front
of the class

Orlando as a boy
who needs
positive
reinforcement
for good
behavior

Orlando is
considered by
Meg as a
trouble¬
maker, who is
almost always
in time out for
his
disruptions.

Initiating a
presentation in a
friendly way
with a familiar
greeting

Presenter

Classmates and
teacher as
listeners, as his
audience
members

Drawing from
local
discourse of
friendship

Initiating a
presentation

Son

Class as his
audience
Teacher as an
audience
member
Mom as a
listener

Comments

Continued, next page.
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Table 4, cont’d.:
Turn

Speaker

Message Unit

6.2

This is one of my
mom’s first
paintings actually.

6.3

And then... she...

6.4

when she was
almost finished,

6.5

when she was
almost done with
the picture...

6.6

First

6.7

she started working
on a volcano.

Comment
about the
Message
Unit
(Using
existential
process to
talk about
the
painting)

(Max
holds the
painting of
a volcano
in his right
hand and
gestures
with his
left hand.
He makes
a short
pause like
he is
thinking
what to say
next.

Purpose of
message/ action

Self-Identity

Defining Others

Comments

Correcting
himself
Changing topic
to the paint he is
holding,
meaning he will
be presenting the
painting itself
Changing the
topic to his mom
again

Son of a
painter

Mom’s painting
as a finished
product for the
class to observe
Class as his
audience

Max intends
to start his
presentation
about the
painting.

Presenter

Mom as a
listener

Max is
attempting to
initiate the
presentation
of a painting,
but he goes
back to talk
about his
mom again.

Failed attempt to
present the
painting as a
finished product
Rephrasing his
prior thought
using a synonym

Presenter

Mom as a
listener and as a
painter

Language
user who is
able to use
synonyms
Knowledgea
ble student
who can use
the
grammatical
features of a
recount

Mom as a
listener and as a
painter

Changing the
form of his
presentation
Seems to be
initiating a
recount with the
appropriate time
word (first)
Using a genre
already learned
in the classroom
discourse.
Using a recount
to explain the
procedure his
mom followed to
do the painting
in a more
appropriate order
(like the
recounts done in
the classroom,
beginning with
time word first,
using past tense)

Speaker
(who can
present his
mom’s
paintings to
the class by
himself)

Class and
teacher as his
audience
Mom as a
listener

Changing
from a local
context of
discourse to
an
institutional
context of
discourse: the
school
discourse

Mom as an
organized
painter

Continued, next page.
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Table 4, cont’d.:
Turn

Speaker

Message Unit

6.8

And then she started
with the clouds.

6.9

and then she started
with... this

6.10

second,she made
this,

6.11

then another second
cloud

Comment
about the
Message
Unit
(Mom
bends
down
towards
Max and
looks at
the
painting
but she
waits for
him to
come up
with his
idea.)

(his hand
points to
the top of
the
painting)
...(He
points at
the green
part of the
painting)

Then, she made the
volcano next.

6.13

Then she was, she
was,,,

Self-Identity

Defining Others

Silent supporter

Listener

Max as a speaker

Continue with
the recount

Story teller

Mom as a
painter whose
paintings are a
work in progress
Mom as a
listener

Using the time
word (second) to
follow his
recount properly

Knowledgea
ble student
(able to
recount
events in the
correct
order)
Knowledgea
ble student
(able to tell
events in the
correct
order)
Listener

Mom as a
listener

Continue with
the recount

Speaker

Attempting to
close his recount

Speaker

Mom as a
listener
Class as his
audience
Mom as a helper

Continue with
the recount

(Max’s
mom
continues
in a
bending
forward
position
looking at
Max and at
the
painting).
6.12

Purpose of
message/ action

Max seems
to be
waiting for
his mom to
help him

Listening

Comments

Mom as a
listener

Max as a speaker
who needs time
to think about
the topic he is
presenting

Continued, next page.
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Table 4, cont’d.:
Turn

Speaker

Message Unit

6.14

7

Silvina:

XXXX

8

Max:

And then she was
already finished...
all the pictures she
made

8.1

8.2

this is the first
picture that she
made.

Comment
about the
Message
Unit
(The PA,
who was
videotapin
g the
event,
offered
Mom a
chair). She
sat down,
but she
continued
to look at
the
painting
and also at
her son’s
face.
Silvia says
something
in a low
voice to
Max.
Undeciphe
rable

Purpose of
message/ action

Finishing the
recount
(He
probably
meant "Of
all the
pictures
she made.”
(He uses a
rising
intonation
signaling
he finished
to present
the first
picture.
Now he
looks
directly at
his mom
and smiles
as he gives
her the
painting.
She puts it
in front of
the class,
against her
chair.)

Self-Identity

Defining Others

Comments

Listener

Max as a speaker

Mom is
providing wait
time for her
son to come
up with his
own idea.

Helper

Max as a
presenter in
some trouble
who needs some
help

When Mom
notices he
needs some
help she
whispers
something in
his ear to keep
him going on
with the
presentation

Speaker

Mom as a
listener
Mom as a
listener

Speaker

Providing a
proper ending to
his recount

Speaker

Mom as a
listener and as a
helper

Continued, next page.

302

Table 4, cont’d.:
Turn

Speaker

Message Unit

9

Silvina:

XXX

10

Max:

And I also helped
her with the
volcano.

11

Silvina:

And how was the
paint?

12

12.1

Silvina:

Melted crayon...

Like real thick.

Comment
about the
Message
Unit
Undeciphe
rable
(Again
says
something
to Max in a
very low
voice.)

Purpose of
message/ action

Self-Identity

Defining Others

Suggesting topic

Encourager

Max as her son
who needs a
little help

(He seems
to be more
confident
now.)
(To Max)

Informing

Mom’s
Helper

Mom as a
Partner in
painting

Eliciting
information
through a
question she
knows the
answer for (like
teachers do)
Scaffolding an
answer

Encourager

Max as a
painting partner

Encourager,
patient mom

Max as an
apprentice

By
scaffolding
Max’s
presentation
with her
questions,
mom is trying
to apprentice
him into the
use of the
appropriate
language for
describing
painting
procedures.

Initiating the
response by
providing some
words

Model of
speech

Max takes on
the role of
apprentice and
continues to
look at his
mom very
attentively.

Continues to
provide words
and to scaffold
with gestures

Competent
language
user, Model
of
appropriate
speech
related to the
topic

Max as an
apprentice
Teacher as an
observer of
mother-and-son
interactions
Class as an
audience and
also as
apprentice of
language use
Max as an
apprentice, class
as apprentice,
too

(Max does
not answer
immediatel
y and she
makes a
gesture
with her
fingers,
rubbing
her thumb
against the
other
fingers of
one hand,
but he still
she does
not say
anything).
(To Max)

(She
continues
to make
the same
gesture
with her
fingers).

Comments

The
conversation
between Max
and his mom
continues and
also the class
becomes an
apprentice
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Table 4, cont’d.:
Turn

Speaker

Message Unit

Comment
about the
Message
Unit

Purpose of
message/ action

Self-Identity

Defining Others

Comments

Mom
continues to
talk directly to
Max about
what he did.
In this way
she is valuing
what Max did
in front of the
class and
positioning
him as a
painter too.

12.2

When you painted
you had to keep
picking it up,

Reminding Max
about the
procedure

Capable
adult,
competent
language
user

Max as an
apprentice of
language use and
as a partner in
painting

12.3

putting it on...

Reminding Max
about the
procedure
Agreeing

Competent
language
user
apprentice

Max as an
apprentice and as
a painter
Mom as an
instructor

Eliciting a
response by
using a question
to which she
knows the
answer

Instructor,
competent
language
user,
nurturing
mom
Painting
partner

Max as
apprentice

13

Max:

Yeah.

(Looking
at his
mom)
(To Max)
(undeciphe
rable)

14

Silvina

And if you add
XXX what happen?

15

Max:

It comes out and
gets all messy.

(Still
looking at
his mom)

16

Silvina:

This is the one you
did.

17

Max:

Yeah.

(Taking
another
painting
from the
floor and
giving it to
Max.)
(Looking
at the class
again)

Changing the
subject from
Mom’s paintings
to Max’s own
paint

Nurturing
mom. Adult
in charge of
the
presentation

Agreeing

Presenter

Mom as a
partner for both
presenting and
painting,
Teacher as an
observer of a
mother-and-son
interaction
Max as a painter
of his own paint,
not as a helper of
his mom,
Teacher as an
audience
member again
Mom as a
presentation
partner

17.1

This is the one that

Reporting

Presenter

Mom as listener

17.2

This is the second
that I made.
And my mom
helped me [with...]

Correcting
himself
Reporting

Presenter

Mom as listener

Son,
apprentice

Mom as his
helper

17.3

18

Silvina

[This one

(Touching
the prior
painting
with one
hand)

Interrupting,
correcting

Accepting the
role mom is
giving him
Mom
continues to
scaffold the
conversation
trying to elicit
Max’s answer.
Mom’s
scaffolding
was
successful and
Max comes up
with his own
answer.
Mom elevates
Max to her
own status, a
painter who
works by
himself in his
own painting.
Max looks at
his audience
and re¬
establishes his
connection
with the class.

Mom rejects
the identity of
helper and
corrects Max
by pointing at
the other
painting.
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Table 4, cont’d.:
Turn

Speaker

18.1

19

Message Unit

You did this one by
yourself]

Max:

Comment
about the
Message
Unit
(Pointing
at the
painting
she just
gave him.)

Purpose of
message/ action

Self-Identity

Defining Others

Comments

Reminding

Nurturing
mom.
Mom who
knows the
teacher
(classroom)
discourse
and the
importance
of being an
independent
worker
Presenter,
independent
worker

Max as a painter,
as an
independent
worker

Mom wants
the teacher to
know that
Max is an
independent
worker who is
ready to move
on to the first
grade.

Mom as a
presentation
partner

Max accepts
the identity
his mom
assigns him as
an
independent
worker.
Max provides
a supporting
detail to show
he is an
independent
worker.
Max
continues to
provide
confirming
evidence of
him being an
independent
worker.

And then I did this
by myself

Presenting

19.1

and I didn’t need
anyone to tell

Presenting,
Providing details

Presenter,
independent
worker

Mom as his
presentation
partner

19.2

because it was easy
to me.

Presenting,
Providing details

Presenter,
capable
painter

Mom as his
presentation
partner

Presenting

Max’s
presentation
partner

Max as her
presentation
partner

Describing
Max’s painting
Explaining the
procedure Max
used
Explaining

Presenter in
charge
Presenter in
charge

Max as an
abstract painter
Max as a painter

Presenter in
charge
Presenter in
charge

Max as a painter

Painter,
presenter

Max as listener

20

20.1
20.2

20.3
20.4

20.5

Silvina:

It’s fun to use all the
colors.

(Now she
addresses
the
students
and speaks
a little bit
louder.)

It doesn’t have to
look like anything.
You just pick up the
brush and paint.
You can just put it
on there.
wherever you like.

I like all the colors.
XXX

Undeciphe
rable

Explaining the
possibilities for
doing a painting
Telling about her
preferences

Max as a painter
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Table 4, cont'd.:
Turn

Speaker

Message Unit

Comment
about the
Message
Unit
(pointing
at her first
painting
and
moving her
hand
across like
she is
using a
brush)

Purpose of
message/ action

Self-Identity

Defining Others

Providing a
reason for doing
her paintings the
way she does

Painter,
presenter

Max as listener

Telling about her
son
Explaining why

Presenter in
charge
Presenter in
charge

Max as a listener

Max’s
presentation
partner
Presentation
partner

Max as a Painter,
who likes colors
too
Mom as
presentation
partner

Presentation
partner

Max as a partner
with equal status

Nurturing
mom

Max as a
painting partner,
as a son who can
be trusted to use
mom’s paints
responsibly

20.6

So that’s why I kept
doing these strikes

20.7

I let him help me

20.8

because he likes all
the colors too.

20.9

And he likes [the
green, and the
blue...]
[And the red! And
the red!]

Telling about her
son’s likes

The red.

Repeating her
son’s message to
the audience
Telling about a
jointly done
special activity,
reaffirming a
mother-and-son
close
relationship
through painting
together

21

Max:

22

Silvina:

22.1

So, we just had fun.

Interrupting

Max as a listener

Comments

Mom is
including Max
as a painter,
like her, who
likes colors
and paints for
fun.

Max is
reclaiming his
role as a
presenter that
his mom was
scaffolding
before for
him.

By stating the
purpose of
painting as
just for having
fun together in
a mother-andson activity,
Silvina brings
part of her
home
environment
to the
classroom.
Her use of the
pronoun “we”
indicates
inclusion and
solidarity and
partly
explains why
mom is letting
the son take
the role of
presenter.
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Table 4, cont’d.:
Turn

Speaker

22.2

23

Message Unit

It doesn’t have to
look like anything.

Max:

23.1

And this is the third
picture that me and
my mom did.

Comment
about the
Message
Unit
(With a
rising¬
falling
intonation)

Purpose of
message/ action

Self-Identity

Defining Others

Comments

Reiterating her
point of turn #
20.1, closing her
part of the
presentation,
leaving the floor
open for Max
again

Nurturing
mom

Max as a painter

(As he
says this
Max gives
the
painting to
his mom
and
immediatel
y takes
another
one from
the floor.)

Continuing with
his presentation

Co-presenter

Mom as a
painting partner
and as a co¬
presenter
Teacher and
class as his
audience

Justifying that
what Max did
in his own
painting is a
fine product
(even though
“it does not
look like
anything’’).
Max
acknowledges
the “we” used
by his mom in
her prior turn
and takes up
the
partnership
model to his
own turn
when he says
“me and my
mom.”

Mrs. O.
looks at
Max and
smiles.
The class
is quiet
and very
attentive.

Approving

Nurturing
teacher,
Audience
member

Max and his
mom as co¬
presenters

Presenting

Painting
partner
Painting
partner

Mom as
painting
Mom as
painting

Painting
partner
Painting
partner
Painting
partner
Observer of
his mom’s
work
Observer of
his mom’s
work
Nurturing
mom,
scaffolding
Max’s part of
their
presentation

Mom as his
painting partner
Mom as his
painting partner
Mom as a
painting partner
Mom as a
painter

I helped her make
this, this picture.
and then my
mother let me do
the water,
and then she did the
sand.
And then she did
the flowers
and I did this.

23.2

23.3
23.4
23.5

Continue with
the presentation
Continue with
the presentation
Continue with
the presentation
Continue with
the presentation
Continue with
the presentation

23.6

And then I was
looking

23.7

and she was making
three girls dancing.

(6:00:14)

Continue with
the presentation

Who are those three
girls?

(Looking
directly at
Max)

Eliciting
information
through a
question to
which she knows
the answer for

24

Silvina:

a
partner
a
partner

Mom as a
painter
Max as a
presenter who
needs some help
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Table 4, cont'd.:
Turn

Speaker

Message Unit

24.1

Comment
about the
Message
Unit
(Max
makes a
short pause
but does
not say
anything.
(Mom tells
him.)

Purpose of
message/ action

Self-Identity

Defining
Others

Reminding

Nurturing
Mom

Grandma as a
participant
Max as a family
member

In this, these...

Going back to
the recount, false
start

Co-presenter

Mom as a
presentation
partner

25.1

and this is my
grandmother

Going back to
the recount with
a correct start

Co-presenter

25.2

and her sisters.

Continue with
his recount

Co-presenter

25.3

A picture of my
grandmother and
her sisters dancing.

Finalizing his
part of the
presentation

Co-presenter

Grandma as a
participant of the
presentation.
Mom as his
presentation
partner
Extended family
members as
participants of
the presentation.
Mom as his co¬
presenter
Mom as his co¬
presenter

Eliciting more
information
about the same
topic with a
Yes/No question

Presentation
partner

Max as her
painting partner

Responding to a
question

Presentation
partner

Mom as his
presentation
partner

Adding
information

Presentation
partner

Max as her
presentation
partner

24.2

25

Grandma...

Max:

26

Silvina:

Is that where you
used chalk?

27

Max:

Yes.

28

Silvina:

Something is chalk

(Looking
at Max)
(Pointing
at one spot
on the
painting)
(Looking
at his
mom)

Comments

Mom
scaffolds
Max’s
presentation
and provides
wait time.
The presenters
open a
window of
their home to
the audience
and make
other family
members
participants of
their
presentation.
Mom’s
scaffolding
was
successful.
Mom lets Max
to continue to
do the talking.

Mom’s
silence helps
Max to bring
more details
to the
audience.
Extended
family
members’
social
practices are
presented to
the class.
Mom
continues to
scaffold the
presentation.

The Yes/No
question did
not help Max
to elaborate
on the topic,
so Silvina is
the one who
adds to it.
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Table 4, cont’d.:
Turn

Speaker

28.1

29

Message Unit

and something is
paint. Yeah.

Max:

The fourth picture
that me and my
mom did.

29.1

this is the one that I
told Mrs. 0. about,

29.2

that...

29.3

the one that I made
with my mother;

29.4

29.6

an angel in the
water
And this is her
sitting inside the
water.
You see

29.7

her wings are blue,

29.5

Comment
about the
Message
Unit
(As she
speaks she
touches
parts of the
painting.
Max puts
the
painting
down and
takes the
next one in
his hands
with his
mom’s
help.)

(Pointing
at the
angel)
(To the
class)

Purpose of
message/ action

Self-Identity

Defining Others

Comments

Adding
information to
the presentation

Presentation
partner

Max as her
presentation
partner

The
smoothness of
the
presentation
tells a lot
about the
special
relationship
between the
mother and
the son. It
seems that
they know
when the
other has
finished and
when to start
with the next
point or topic.

Continue with
his recount in the
correct order
(from the third to
the fourth
painting)
Reminding the
teacher about a
prior
conversation he
had with her and
telling to the
audience at the
same time
Evoking the
content of a prior
conversation
Going to the
point

Good story
teller who
does not
forget his
ordinal
numbers
Teacher’s
friend

Mom as a
painting partner.
Teacher and
class as his
audience

Mom’s
painter
partner
Presenter

Mom as his
painting partner

Describing the
paint
Describing the
paint in more
detail
Establishing
common ground
with the
audience

Describing the
paint

Teacher as a
listener of his
stories

Presenter

Knowledgea
ble student

Teacher and
class as his
audience

Using a
teacher’s way
of directing
the students’
attention to
the object
being
described
Continues
with the use
of classroom
discourse
(talking like a
teacher)
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Table 4, cont’d.:
Turn

Speaker

Message Unit

Comment
about the
Message
Unit

Self-Identity

Defining Others

Comments

Eloquent
presenter

Mom as a
painter

Max is
guiding his
audience to
examine the
painting by
focusing on
the colors, by
using his own
knowledge of
language.
Mom does not
interfere and
lets him do
what he is
able to do at
the age level
he is. In this
way the
presentation
stays at a level
that all the
class is able to
understand
and does not
provide more
sophisticated
painting
details

Closing remark
to this segment
of the
presentation by
mentioning all
the painting

Painting
partner

Mom as a
painter

Mom as
presentation
partner
Co-presenter
Class and
teacher as
audience
members
Brother as a
painter

Purpose of
message/ action

Giving more
details of the
paint
Giving more
details of the
painting
Providing more
details

29.8

and white,

29.9

and red.

29.10

And the sun is red
and orange.

29.11

I helped her with all
the painting

29.12

And this is the...

Continue with
the presentation

Co-presenter

29.13

And this is the last
picture.

Good
recount teller

29.14

It is what my
brother made.

Ending the
recount by using
the proper time
expression (the
last picture)
Co-presenter

(6:54:23)
(Now he is
looking at
the
students.
His mom
takes the
painting,
puts it
away, and
gives him
the next
one.)

Brother, co¬
presenter
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Turn

Speaker

29.15

30

Message Unit

In school.

Silvina:

It’s gorgeous!

30.1

He kind of..,

30.2

you draw a picture
of yourself with a
crayon

30.3

30.6

and you cut it into
pieces
and you put it back
together in a funny
way.
You could still see
his eyes.
his mouth.

30.7

and his hair

30.8

but it doesn’t have
to look like a real
face.
But it’s fun!

30.4

30.5

30.9

30.10

31

Max:

31.1

32

Silvina:

Comment
about the
Message
Unit
(5 seconds
pause)

Purpose of
message/ action

(Looking
at the
class)

Admiring her
son’s work

Nurturing
mom

Explaining

Presenter of
her other
son’s school
art project
Knowledgea
ble artist

(7:13:02)

Rising
falling
intonation

Self-Identity

Defining Others

Brother as a
student

Establishing
common ground
with the
audience
Continue with
the explanation
Continue to
explain the
procedure
Describing the
paint
Giving more
details
Giving more
details
Validating her
son’s finished
work
Re-establishing
her prior point:
painting is a fun
activity,
wrapping up her
part of the
presentation

Son as an artist

(Same as
above)

[And that’s a picture
of...]

Max and
his mom
talk at the
same time.

[it’s fun to do stuff]
with your crayons

(Jumps
into the
conversati
on)

Establishing
common ground
with the
audience again

Co-presenter

Mom as a
presentation
partner

and if you need help
with something you
can ask your parents
to help you.

(Looking
at the
students
and putting
the
painting
down.)
(07:35:28)

Bringing the
presentation to a
closing by giving
advice to his
audience

Presenter

Mom as co¬
presenter

Agreeing

Nurturing
mom

Max as a good
presenter

Yeah.

Comments

Silvina goes
back to a prior
point and also
uses an
intonation that
probably is
misleading to
Max.
Max takes up
his mom’s
point of
having fun
and adds to it
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Speaker

Message Unit

What kinds of
things do we use to
paint?

32.1

33

Max:

Paint.

34

Silvina:

Brushes...

35
35.1

Max:

Brushes
and you need water
to make your brush
clean...

36

Silvina:

We use crayons and
chalk.

Comment
about the
Message
Unit
(Asking
Max)

(In a loud
whisper)

(In a soft
voice and
looking at
Max)

Purpose of
message/ action

Self-Identity

Defining Others

Comments

Extending the
presentation,
adding things
that Max did not
tell

Adult
presenter

Max as a co¬
presenter who
needs some help

Silvina is
retaking her
“adultpresenterencourager"
role, eliciting
more
information
by means of a
question and
moving the
presentation
to a more
sophisticated
level,
probably for
presenting the
part that Max
forgot to talk
about the
materials used
in the
procedure of
painting. Max
was giving a
recount of
what
happened and
Mom is
thinking about
the procedure
as well.

Encouraging the
use of painting
related
terminology
Repeating
Adding his own
ideas to his
mom’s words
Providing more
information to
her son.
Apprenticing
him into a more
procedural type
of presentation
by mentioning
the materials
used for painting

Helper,
nurturing
mom.
Scaffold,
tutor

Apprentice
Presenter

Nurturing
mom who
wants her
son to use
appropriate
words in the
presentation,
Competent
language
user

Max as an
apprentice

Mom as his tutor
Mom as a co¬
presenter and as
a painting
partner
Apprentice of
mom’s ways of
presenting a
procedure and of
her language use

Silvina is
establishing
her points as a
closure of the
presentation
and wants
Max to repeat
what she says.
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Speaker

Message Unit

37

Max:

And all the other
kinds of things.

38

Silvina

Crayons...

Comment
about the
Message
Unit

(Continues
to look at
Max and
tells him in
a low
voice)

chalks...

38.1

Purpose of
message/ action

Self-Identity

Defining Others

Comments

Trying to
finalize the
presentation

Presenter

Mom as co¬
presenter to
whom he adds
his own words

Insisting on her
own point,
negotiating the
adult-child roles
with Max

Adult,
mother,
encourager

Max as a
kindergarten
student who
needs to repeat
in order to learn
more

Max just adds
to what she
said but does
not repeat her
exact words
like he did
before.
Silvina
continues to
establish her
role of the
adult
presenter and
keeps
repeating the
same words
for Max to
repeat after
her.

Insisting on her
own point,
continuing the
negotiation of
adult-child roles

Mother,
adult,
encourager

Child who
follows
mom’s
directions
Nurturing
mom, adult,
encourager

Max as a
kindergarten
student who
needs to repeat
in order to leam
other ways of
presenting from
his mom
Mom as his
teacher

39

Max:

Crayons, and
chalks, and paint.

(Repeats
after his
mom)

Repeating his
mom’s words

40

Silvina

What did you do on
the driveway?

(She is
talking to
Max and
looking
directly at
him).

Guiding the
presentation into
a family topic

With chalks?

40.1

41

41.1

Max:

Reminding Max
about his chalk
drawing activity

And... I draw
pictures

Nurturing
mom, adult,
encourager
Drawer

Max as a drawer,
a kindergarten
student who
knows how to
draw on big
areas

Silvina
extends the
presentation
into
something
that Max did
on his
grandmother’s
sidewalk,
probably for
the audience
to get to know
Max’s
abilities with
chalks.

Max as a chalk
drawer
Again, mom’s
scaffolding
was
successful.
Max came up
with a story.

Family
member,
drawer

on my
grandmother’s
sidewalk in her back
yard...
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Speaker

Message Unit

41.2

driveway.

41.3

41.6

And there’s lot of
room.
and there’s a loop
that my uncle lets
me use
and I have my
baseball
and he has his

41.7

and if you need help

41.8

with all kinds of
paintings and
drawings

41.9
41.10
41.11

just help.
you just need help,
with your parents,
or your
grandparents.

41.12

41.13

41.4

41.5

Comment
about the
Message
Unit
(08:14:19)

Purpose of
message/ action

Self-Identity

Correcting
himself
Describing the
place
Adding details

storyteller

storyteller

Adding more
details

Sports
person

(08:14:19)
Looking
directly at
the
students

Defining Others

Comments

Uncle as a
participant

Uncle as his
sports buddy
Going back to
his advice

Adviser

Max goes
back to his
prior advice to
his classmates
as his way of
closing the
presentation.
This time he
keeps adding
more family
members as
helpers.

wrapping up the
presentation

Including adult
family members
as helpers

Presenter

Mom as co¬
presenter.
Class as
audience who
needs advice

Just tell your uncles

Including more
adult family
members as
helpers

Presenter

or your brothers to
help you,

Including non¬
adult family
members as
helpers

Presenter

Mom as co¬
presenter,
Class as
audience who
will benefit from
his advice
Mom as co¬
presenter, Class
as needing help
from family
members

He mentions
family
members in a
hierarchical
way from the
adults who
live with him
to the non¬
adults.
He lives in his
grandmother’s
house with his
uncle, too.

He mentions
the brothers
first and then
the sisters. It
is interesting,
since he does
not have any
sisters.
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Speaker

41.14

Message Unit

Comment
about the
Message
Unit

or your sisters.

Purpose of
message/ action

Self-Identity

Defining Others

Comments

Including more
non-adult family
members as
helpers

Presenter

Mom as co¬
presenter,
Class as
audience who
will listen to him

It was Max
who initiated
the
presentation
and it was him
who finished
it, and his
mom had a lot
to do with this
by agreeing to
take the role
of co¬
presenter and
by providing
scaffolding
and nurturing
at times when
Max
apparently did
not know
what to tell
next.

Agreeing

Co-presenter

Max as a good
presenter

Showing
appreciation to
the presenters.
Re-taking her
role as the
teacher in charge
in the classroom,
Claiming the
floor
Retaking the
teacher’s role

Teacher in
charge

Max and his
mom as good
presenters

Kind teacher,
person in
charge
Kind teacher

Max and his
mom as great
presenters
Max and his
mom as great
presenters
Boys go first,
girls go second

42

Silvina:

43

Mrs. O.:

Well, thank you
very much!

43.1

Mrs. O.

Now, boys and
girls...

43.2

Mrs. O.

That was great!

Praising

43.3

Mrs. O

[That was great!! ]

Repeating her
praise

Boys and girls,

Directing the
class
Telling
something about
his mom

43.4
44

Max:

(Nods her
head yes)

[Mommy... ]

(She claps
and Silvia
claps for
Max too.)

Max
speaks at
the same
time as
Mrs. O. as
he pats his
mom on
her
shoulder.

Teacher in
charge
Affectionate
son

The teacher
does not take
Max’s topic
initiation
seriously (or
probably she
did not hear
it)

Continued, next page.
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Table 4, cont’d.:
Turn

Speaker

Message Unit

45

Mrs. O.:

If you have any]
questions or
comments...

45.1

Mrs. O.

that you want to ask
Max,

45.2

Mrs. O.

or Max's mom...

45.3

Mrs. O

okay,

45.4

Mrs. O.

raise your hand,
please.

45.5

Comment
about the
Message
Unit

Purpose of
message/ action

Self-Identity

Defining Others

Directing the
class. Initiating
the
questions/comm
ents activity
Establishing the
procedure for the
activity
Continuing with
the
establishment of
the
questions/comm
ents activity
Confirming class
understanding

Teacher,
person in
charge

Class as a
thoughtful
audience,

Teacher,
person in
charge
Teacher,
person in
charge

Max as a
knowledgeable
presenter
Max and his
mom as the
presenters

Teacher,
person in
charge
Teacher,
person in
charge

Students as
listeners

Finalizing the
setting up of the
procedure for the
questions/comm
ents activity
(Many
hands go
up.)

Following
teacher’s rules
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Responsible
audience

Students as turntakers in the
classroom way
(raising their
hands)
Teacher as
person in charge.
Max and his
mom as
knowledgeable
presenters

Comments

APPENDIX D
INTERVIEW QUESTIONS FOR THE TEACHERS
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The four items of an interview protocol include: 1) two to five topic domains, 2)
one lead-off question for each domain, 3) a list of covert categories for each domain, and
4) a set of possible follow-up questions for each domain (Carspescken, 1996, p. 157).
Lead-off questions are supposed to be concrete, non-leading, and domain opening.
Interviews for teachers:
1. Class - Will you describe your class in all the possible ways you can think
of?
2.

Students’ Families - Will you describe your students’ families in all
possible ways you can think of?

3.

Home-school Connections (teacher-family relationship)

4.

Assessment - Please talk to me about the ways your students are assessed.

5.

Support for students - Will you tell me about the kinds of support your
students get, from whom, and when?

6.

Support for teachers - Please tell me about the kinds of support you
receive as a teacher?
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